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ABSTRACT 
KATHARINE TAYLOR AND THE SHADY HILL SCHOOL, 1915-1949 
SEPTEMBER 1989 
SANDRA RAMSEY LOEHR, B.S., OHIO STATE UNIVERSITY 
Ed.M., HARVARD UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor S. Philip Eddy 
This study is a narrative history with a biographical focus that 
traces the evolution of the Shady Hill School from a neighborhood 
cooperative school to a thriving independent school with a national 
reputation for innovative curriculum, excellent classroom teaching, and a 
distinctive teacher training program. 
Three theses guide the narrative: 
(1) Katharine Taylor's leadership, her personal characteristics and her 
vision of school as a unified community of teachers and learners were 
primary forces in the transformation of the Shady Hill School. 
(2) Katharine Taylor's commitment to faculty development and her 
corresponding interest in teacher education programs were crucial factors 
in the evolution of the Shady Hill School; moreover, these commitments 
and interests were important factors in the development of Taylor s 
personal identity. 
(3) Katharine Taylor's personal values, motivations and professional 
concerns indicate the influence of her formative life experiences within 
v 
the progressive social and educational reform networks in Chicago during 
the early years of the twentieth century. 
The study contributes to research in the field of American 
educational history with respect to the following issues: first, the 
study adds to the documentation of the diversity of educational 
experiments in the progressive era of American education; second, it 
illustrates how examining the social, political and philosophical 
influences upon individuals associated with the development of schools 
adds to our understanding of reactions to conventional pedagogy in the 
progressive era; third, the study calls attention to the relevance of 
Taylor's ideas, leadership style and innovative programs for educational 
policy and practice today. These issues are introduced in the first 
chapter of the study and they are developed in chapters two through four 
then the major points of the study are reviewed in the last chapter for 
the purpose of recommending directions for further research based on the 
conclusions of this study. 
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CHAPTER I 
INTRODUCTION 
Focus of the Study 
The subject of this dissertation is the development of the Shady 
Hill School in Cambridge, Massachusetts, and the vital leadership role 
played by Katharine Taylor, the director of the Shady Hill School from 
1921-1949. During the years of Taylor's administration, Shady Hill grew 
from an informal neighborhood school directed by parents into an 
influential independent school with a professional staff. Under Taylor's 
leadership, the school developed a national reputation as an innovative 
institution with a distinctive curriculum, excellent classroom teachers, 
and a unique teacher training program. Katharine Taylor's work at Shady 
Hill represented the major accomplishment of her long, productive life 
(1888-1979); moreover, her work in the school exemplified both her 
commitment to a life of service and her deep interest in the role of the 
teacher. 
Taylor's commitment to a life of service had its origins in her 
early family life. She was born in Hartford, Connecticut on June 14, 
1888. Her father, Graham Taylor, was a Congregational minister who was 
actively engaged in urban social reform. Graham Taylor was especially 
interested in the institutional model of the settlement house as an 
appropriate means for interpreting the Christian gospel for urban 
America in the last decades of the nineteenth century. 
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Taylor's interest in formal education began at the Francis W. Parker 
School, a center for the "new education"; here she found guidance and 
acceptance by the teachers and she developed a genuine love for learning. 
Taylor completed her secondary education at the Parker School; she then 
attended Vassar College, where she earned the A.B. in English in 1910. 
She earned the M.A. from the University of Michigan in 1911, and spent 
the following year in Europe on the William Borden Fellowship awarded by 
Vassar College. Taylor then returned to Vassar as an instructor in 
English from 1913 to 1916. 
In 1916, Taylor joined the faculty of the Francis W. Parker School, 
and remained there until 1921 when she became director of the Shady Hill 
School. After her retirement from Shady Hill, Taylor spent another two 
decades working as a representative and consultant for several 
international educational organizations. Thus her life was one committed 
to service in general, and to service through educational institutions in 
particular. 
In the present study of Katharine Taylor and the Shady Hill School, 
the focus is on Taylor's work as an educator, and the following questions 
indicate the direction of the study: 
1. Why was Katharine Taylor successful? What were the components or 
attributes of her leadership style that contributed to her work 
at Shady Hill? 
2. What were the circumstances of her personal history, her 
personality, and her motivations which contributed to her work at 
Shady Hill? 
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3. What were her ideas about the role of the teacher? How would 
she describe the "model teacher?" What motivated her 
continuing interest in, and emphasis on, teacher education? 
4. What were the educational objectives and principles that informed 
her educational theories and guided her administrative efforts at 
Shady Hill? 
The following study develops an historical narrative with a 
biographical focus that addresses these questions, and the data in the 
narrative is offered as support for the following theses about the life 
and work of Katharine Taylor: 
1. Katharine Taylor's leadership style, her personality and her 
vision of the ideal school as a unified community for both 
teachers and learners were primary forces in the transformation 
of the Shady Hill School from an informal parent cooperative to 
an established institution recognized for its innovative 
curriculum and its excellent classroom teaching. 
2. Katharine Taylor's commitment to faculty development and her 
corresponding interest in teacher education were crucial factors 
in the evolution of the Shady Hill School; moreover, these 
commitments and interests were also important factors in the 
development of Taylor's personal identity. 
3. Katharine Taylor's personality, values, motivation, and 
professional concerns indicate the influence of her formative 
life experiences within the progressive social and educational 
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reform networks in Chicago during the late nineteenth century and 
the early years of the twentieth century. 
Thus Katharine Taylor's institutional leadership in the evolution of 
the Shady Hill School is the focus of this study, and the narrative 
traces the success of her leadership to Taylor's values, interests, and 
personality. Moreover, the study expands the scope to include an 
interpretation of Taylor s life and work from the perspective of ongoing 
research in American educatioal history concerning the influence of 
progressivism upon educational ideas and practices. 
A Rationale for the Study 
This study examines the work of one educator in one school, but the 
study has significance beyond its intrinsic interest as a story about a 
successful educator because the themes of the study are related to 
ongoing research interests in American educationl history. Thus the 
purpose of this rationale is to establish the significance of the present 
narrative case study in terms of its contributions to this research. 
First, this study of Katharine Taylor and the development of the 
Shady Hill School contributes data and interpretation to research 
concerning progressivism and the "progressive education movement" in 
America. In particular, by narrating the evolution of the Shady Hill 
School, this study provides a case history that adds to the documentation 
of the diversity and variety of theories, practices, and experiments that 
scholars generally label the progressive education movement. 
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Scholars have labeled Shady Hill a "progressive" school, or a school 
of the progresssive era, because Shady Hill was founded as an independent 
school during a period in which a phenomenal number of experiments in 
local education appeared. Lawrence A. Cremin notes that between 1912 and 
1921 many small private schools were established by parents in reaction 
against the traditional pedagogy being practiced in both public and 
private institutions. 
Some of the most courageous and imaginative pedagogical 
experiments did proceed under private auspices; these 
experiments did exert incalculable influence on the larger 
course of American education. (Cremin, 1964, p. 277) 
The Shady Hill School, founded by parents in 1915, is one of the 
experimental schools mentioned by Cremin, although neither the founders 
nor Katharine Taylor referred to the school as a "progressive school." 
The founders of Shady Hill were interested in the work of Francis W. 
Parker as a source of guidance for their experiments with new forms of 
education, and schools influenced by Parker are generally thought of as 
exemplifying progressivism or the new education. Thus Shady Hill, North 
Shore Country Day in Winnetka, Illinois, and the Ojai Valley School in 
Ojai, California are considred progressive schools because they were 
schools influenced by Parker's practices in Chicago. 
As Cremin noted, a variety of experimental independent schools 
originated in the years just before World War I. Some were started by 
parents who were reacting against conditions in the public schools, such 
as in the case of Shady Hill; but others were founded by groups who 
wanted to advance particular political theories. For example, political 
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anarchists founded several schools, starting in 1910, for the children of 
workers; these schools, directed by workers, continued in existence until 
1960 (Avrich, 1980). Still other schools were created to reflect 
particular social values; for example, the City and Country School and 
the Walden School were founded in the early years of the twentieth 
century in New York City to reflect the sense of bohemianism and 
individual revolt against puritan restraints that characterized Greenwich 
Village where the schools originated. 
Most of these experimental independent schools shared some common 
elements: pedagogical experimentation in reaction to traditional 
instructional practices, an interest in child study as the basis for 
developing curricula, and an interest in schools as microcosms of the 
ideal community. "Progressivism" is an elusive term as a rubric for 
these diverse experiments in education, and Cremin has called attention 
to the futility of trying to find a concise definition for either 
"progressive" education or the "progressive" movement. Therefore, Cremin 
underscores the importance of developing careful descriptions of 
individual schools in order to sort ot the "pluralistic, often 
contradictory character" of progressivism before applying 
generalizations. 
Furthermore, Cremin notes that case studies of individual schools, 
their founders, and their leaders offer scholars opportunities to examine 
the social, political, and philosophical influences upon the people who 
originated these experiments in local education. The following narrative 
study of Katharine Taylor and the Shady Hill School examines Taylor s 
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background and the kinds of influences upon her ideas and actions that 
interest Cremin. Therefore, the study contributes the kind of research 
that scholars such as Cremin can use as data in their interpretation of 
progresivism in American education. 
In a related matter, John Dewey once remarked that the rise of these 
private progressive schools can probably be traced more to the social 
connections between individuals than to independent innovations. Dewey 
noted that there was a diffusion of enthusiasm through informal networks 
of influential individuals who were committed to changing pedagogical 
practices, and the enthusiasm became contagious, creating a variety of 
"progressive" experiments in education (Marcus, 1948). 
Katharine Taylor was a member of such an informal network that 
included Francis Parker, Flora Cooke and Anita Blaine; and her membership 
in this network, as the study will document, was a source of 
communication and personal motivation for her. Moreover, membership in 
this network connected Taylor to progressive education as it developed in 
Chicago, Illinois, her childhood home, and the home for Parker, Cooke and 
Blaine. Thus the following study also provides data for Dewey's 
contention about the proliferation of independent private schools. 
In addition to making these general contributions to the study of 
the history of progressivism in American, this study makes a contribution 
to the literature on a specific problem within progressive education: the 
role of the teacher and the nature of teacher education. Historians of 
progressivism in American education have emphasized that progressive 
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Ideals create Impossible role descriptions for teachers (Cremln, 1964; 
Lazerson, 1984). 
According to most progressive educators, teachers are supposed to 
join the almost mystical intuitions of the artist with the systematic 
reflection of the scientist in a pedagogy that does justice to the 
psychological needs of the learner while retaining the integrity and 
rigor of the subject matter being taught. For example, Lazerson, writing 
about teachers in the Dewey School at the University of Chicago, notes 
that the Dewey teacher, then, was flexible, experimental, knowledgeable 
of child development and of subject matter" (Lazerson, 1984, p. 176). 
Lazerson further notes that this idea of what it means to be a 
teacher, such as in the Dewey School, became an ideal criterion of 
excellence. Teachers were idealized in the progressive tradition, then, 
as imaginative people who are emotionally stable, possess keen intellect, 
and have a zeal for social reform in schools and in society. 
Consequently, a major problem for progressive pedagogues who hold 
this idealized view of the teacher is how to find and train these people. 
Early on, progressive educators realized how crucial teacher training was 
for the success of their movement, and reforming teacher education 
programs was an important plank in the progressive platform. 
Such reform, however, often consisted in merely revising the courses 
of study in already established state normal schools and in university 
connected programs such as the one at Teachers College, Columbia 
University. Few educators developed ongoing programs that addressed the 
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problems of training teachers and developing faculty members to fulfill 
the idealized role described above. 
Katharine Taylor held an Idealised view of the teacher that 
resembles the Image created by progressive educators; but she tackled the 
problems of teacher training and faculty development head on, for she 
fervently believed that the role of the teacher Is crucial for effective 
educational practices, and she was motivated enough to implement as 
program for teacher training and faculty development that was very 
successful in achieving her aims. This program will be described in 
Chapter Five of this study where Taylor's view of teaching and her 
approach to teacher education are examined. The narrative in this 
chapter, therefore, contributes an example of a successful teacher 
training program to the literature on this aspect of progressivism in 
American education. 
Thus, this disseration contributes to the general literature on 
progressivism in American education and it contributes to the literature 
on the specific issue of teacher training as a problem within the 
progressive education movemement. However, the idea of progressivism 
has not been pinned down, up to this point; clarifying what is meant by 
progressivism is not a major objective of this dissertation, but some 
mention of what this elusive term signifies is necessary to gain insight 
into the purposes of the study. 
Discussion of the nature of progressivism is appropriate at this 
point because the study provides a biographical treatment of an educator 
whose personal history and professional interests were related to many of 
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the concerns of people who were Instrumental In the progressive movement. 
According to Lawrence Cremln (1964), the progressive movement existed as 
a force in American educational history from 1876 until 1957. 
Cremin points out that between 1876 and 1917, education was part of 
the general impulse to achieve social and economic reform in the United 
States. Schools were viewed by many people as instruments for social and 
economic transformation; there was widespread belief that the way to 
improve the lives of individuals was to improve the institutions of 
education. 
After World War I, however, the enthusiasm for social reform 
diminished and there was a shift of emphasis in educational reform as 
well. That is, the social reform motif was replaced by an interest in 
curriculum reform; there was interest in the application of psychology to 
the growing science of pedagogy. The achievement of educational 
objectives through the reform of institutions gave way to the achievement 
of educational objectives through the reform of curricula. Moreover, 
formal organizations emerged to institutionalize what was left of the 
social reform motive and to professionalize progressive education: The 
Progressive Education Association was founded in 1919, and this group 
established its own professional journal, The Journal of Progressive 
Education (Cremin, 1964). 
The features of progressivism that can be found in Katharine 
Taylor's life and work include: 
1. A view of schooling as an effective instrument for social and 
economic reform; 
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2. A close relationship between the values of nonsectarian, liberal, 
humanistic Christianity, and educational objectives and values. 
3. An interest in applying psychology and social science to 
educational theory and practice; and 
4. An optimistic faith in the potential of educational institutions 
for the improvement of individual lives and the collective life 
of the culture. 
Moreover, her life (1888-1979) spans both periods of progressivism 
in American educational history; Taylor's father was a minister, social 
reformer, and social worker who espoused and lived the ideals of the 
early phase of progressivism, and Katharine's values were shaped in this 
milieu. Then, as an adult, Taylor pursued a career in which she built an 
educational institution that exemplified many of the characteristics of 
the later phase of progressivism. 
Thus the biographical elements of the following study provide a way 
of seeing the ideas and impulses of the progressive movement. Taylor's 
connection to progressivism offers the potential for developing the 
biographical elements of the study into a full scale treatment of her 
life as "a larger cultural marker" (Antler, 1987). 
In Taylor's case, the larger culture to be marked is the development 
of progressivism in Chicago during the last years of the nineteenth 
century and the early years of the twentieth. Katharine Taylor grew up 
in Chicago in an era of social reform and her family life was dominated 
by her father's social work. She first encountered progressive education 
when she was a student in the Parker School in Chicago. Later, she 
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returned to Chicago to take up her chosen profession as a teacher. 
Finally, she retained a lifelong connection with the city through a 
network of female colleagues and friends. 
Lazerson (1984) has described how Chicago assumes a large place in 
the history of American education due to the informal union of 
progressive social reform in the politics of the city and progressivism 
in the educational sphere during late nineteenth and early twentieth 
century Chicago. Katharine Taylor's life and work provide one opening 
into this rich period of American educational history; in Chapter VI, » 
these ideas will receive more attention as issues for further 
investigation based on the findings of this study. 
There is one other area of American educational history to which 
this study makes a contribution. In assessing Taylor's contributions to 
the Shady Hill School, the study describes ideas and practices that are 
relevant to current issues in education. In particular, Taylor was 
greatly interested in the role of the teacher and in teacher education. 
As the study describes Taylor, her view of teaching and her leadership, 
we find a portrait of an individual whose personality became her working 
style. We also find a portrait of someone who integrated her theory with 
her practice to an extent that is rare. 
Taylor thought of teaching as being a participant in building a 
community of teachers and learners; students and teachers would learn 
from each other, and novice teachers would learn from experienced 
teachers. Taylor viewed teaching as balancing subject matter with an 
understanding of child development; she saw teachers as people who were 
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professionals committed to achieving this balance, and she saw her role 
as an administrator as growing out of her view of teaching. 
Taylor saw teachers as integrated human beings who should be 
empowered to act as full participants in the school community; she 
emphasized the person of the teacher as the source of the intuitions 
necessary to be effective in working with children; she insisted that 
teachers be decision makers not only in classroom matters, but also in 
all phases of the institution in which they worked. 
This vision of teaching was incorporated into the teacher training 
program Taylor developed at Shady Hill. It was an on—site, supervised 
apprenticeship that involved academic work in addition to supervised 
teaching. The program emphasized the importance of reflecting on 
teaching, it involved experienced teachers and novices in a learning 
process about teaching, and the program helped transform Shady Hill into 
the kind of community Taylor envisioned. 
The issues of teacher education and the role of the teacher in the 
school community are perennial ones in education, and the points we can 
draw from the events at Shady Hill can help inform our attitudes and 
ideas about what might be done today. It should be mentioned in this 
context that Taylor was fortunate enough to have many teachers with 
independent incomes; she was adept at selecting teachers who were 
emotionally stable and secure socially; many of the teachers at Shady 
Hill shared similar backgrounds and the homogeneity of the staff made it 
easier for her to achieve consensus and commitment. In short, conditions 
at Shady Hill were favorable for her leadership; many of the programs she 
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not be transferred initiated and maintained at Shady Hill could 
successfully to other settings. Nevertheless, her ideas and actions 
provide examples of effective leadership in a school setting that are 
germane to current issues of teacher education and the role of the 
teacher in the school community. 
Finally, in this context, it should be noted that an historical 
narrative with a biographical focus is the appropriate form to achieve 
the objectives of this study. As Geraldine Clifford has noted, 
institutions do not develop apart from decisions, motivations, and 
relationships among the individuals who staff the organization and 
develop its character. Thus Clifford, has emphasized the need for 
disciplined examination of teaching and learning in actual lives 
(Clifford, 1975, 1987, 1983). Clifford also has argued for more 
"people-centered institutional histories;" that is, case studies 
describing the connections between the development of specific 
educational organizations and the persons whose theories and practice 
were instrumental in providing direction and identity for the 
organization. 
Therefore, Clifford claims that contributions to the field of 
educational history can be made by tracing the connections between the 
actions of individual educators and the development of the organizations 
they influenced. The reason these studies are needed is to provide more 
knowledge about specific institutional practices and how specific 
individuals implemented these practices. Such knowledge would contribut 
to our understanding of the variety of educational practices actually at 
work in a given historical period. Thus Clifford recommends that 
scholars in American educational history undertake more of these studies; 
there are too few of the kinds of studies Clifford recommends despite 
recent contributions by Antler (1987); Avrich (1980); Hirsch (1979); and 
Kransdorf (1979). 
Although Clifford does not specify that progressivism in American 
education as an area where such studies are needed, it is clear from 
Cremin s work that more studies of people related to progressivism are 
needed. In developing the kind of study recommended by Clifford, this 
dissertation is an effort to contribute to research needs in American 
educational history both in terms of substance and form. 
Organization of the Study 
This study consists of six chapters; the content is organized as 
follows: the four chapters that follow this introductory chapter present 
a narrative history of Katharine Taylor and the development of the Shady 
Hill School; then, the last chapter contains an interpretive essay based 
on the preceding narrative. The topics covered in the narrative chapters 
include the origins of the Shady Hill School, formative influences in 
Taylor's life before she went to Shady Hill, Taylor's educational 
innovations and institutional leadership in her first years at Shady 
Hill, and the development of the Apprentice Training Program at Shady 
Hill. 
Chapter Two opens with the events that culminated in the formation 
of the Shady Hill School, the chapter covers the period from 1915 to 
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1921, and Katherine Taylor is Introduced at the end of the chapter as the 
founders of the school begin their search for a professional director. 
The chapter shows how Shady Hill came into being and moved through three 
early stages of growth. Originally, Shady Hill was a small neighborhood 
cooperative in a private home; as it grew, it became a more formal open 
air cooperative private school in its own building; then, it became 
evident to the founders that their growing independent school needed a 
full time director or principal. Moreover, the chapter describes the 
values of the parents who started the school and it outlines their 
general principles of education. Thus the chapter covers the origins of 
Shady Hill in terms of the major educational and administrative issues in 
the years before Taylor became the director. 
In Chapter Three the narrative turns from Shady Hill to the 
formative influences in Katharine Taylor's life prior to her arrival at 
the school. The chapter describes how Taylor's values and ideas were 
shaped by people and experiences in Chicago where Taylor grew up, then at 
Vassar College where she was an undergraduate, and once again in Chicago, 
where Taylor taught in the Francis Parker School after graduating from 
Vassar. The most important influences on Taylor examined in this 
chapter are (1) Graham Taylor, her father, and the institution he 
created, The Chicago Commons; (2) Francis Parker and Flora Cooke, who 
were Katharine Taylor's childhood teachers; (3) Katharine Taylor's 
student experiences at Vassar College and the impact on her life of being 
awarded the Borden Fellowship which enabled Taylor to study in Europe; 
and (4) the Parker School in Chicago where Katharine Taylor first taught, 
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and where Fl0ra Cooke and Anita Blaine became her centers, m this 
chapter, becanae there are different people being discusaed with the sane 
surname, Taylor, full names are used throughout to elminate the 
confusion. In other chapters, where there is little chance of confusion, 
Katharine Taylor is referred to as Taylor. 
Chapter Four covers the first stage of Taylor's career at Shady Hill 
(1921-1928); and it is in this chapter that we see Taylor beginning to 
recognize how her theories and practice are mutually developing as she 
creates what she often referred to as "my own Parker School" at Shady 
Hill. This chapter also describes the nature of Taylor's institutional 
leadership, and specific topics that are covered include (1) how Taylor 
the needs and expectations of the people who founded Shady 
Hill; (2) Taylor's relationship to the governing board of the school; 
(3) the characteristics of Taylor's administrative changes and 
curriculum revisions; and (4) Taylor's plans for faculty development. 
The chapter concludes at a time when Taylor has established herself as an 
educator and administrator, and when the school has become successful 
enough that Taylor can recommend moving into new facilities. 
Chapter Five traces Taylor's work at Shady Hill from 1928 to the 
conclusion of her career at Shady Hill in 1949. During this period, 
Taylor maintained the administrative and fiscal policies she had already 
established, and she instituted the Apprentice Training Program. The 
development and implementation of this program is the primary topic of 
Chapter Five because this teacher training program shows most clearly the 
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connection between Taylor's educational theories and her conception of 
educational practice. 
Katharine Taylor was especially interested in describing the role of 
the teacher in the development of innovative and experimental learning 
environments. Her interest in teacher education provides a central focus 
for discussions of her educational theories and practice. A major 
accomplishment of her years at Shady Hill was the Apprentice Training 
Program, an attempt to operationalize her own model for teacher education 
and to produce the "type" of teacher needed for an innovative school. 
Taylor utilized the terms "artist" and "scientist" to describe two 
essential characteristics of any good teacher, and she spent much of her 
professional career working on ways to integrate theoretical and clinical 
perspectives within the teacher education process. 
Chapter Six summarizes the study, presents an interpretation of the 
narrative, and outlines possibilities for future scholarship. The 
primary aim of the chapter is to place the events and ideas presented in 
this study in a context that enables the reader to interpret the meaning 
and significance of the narrative. In addition to offering an 
interpretation of the ideas and events described in this study, this 
concluding chapter recommends specific areas for future investigation 
suggested by the study. 
Sources Used in the Study 
The source materials for this dissertation include both primary 
sources related to Katharine Taylor^s life and work, as well as secondary 
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sources that related not only to Katherine Taylor and Shady Hill, but 
also to the progressive education movement and women's history. The 
bibliography at the end of the dissertation refers to both primary and 
secondary sources, and only the kinds of primary sources will be 
mentioned at this point. 
1. Katharine Taylor's papers are available at Scheslinger Library, 
Radcliffe College, Cambridge, Massachusetts. In this collection 
are manuscript drafts of articles and talks, information on 
teacher training programs at Shady Hill, and correspondence. 
These materials had been inventoried, but they had not been 
properly ordered and catalogued when the research for this study 
was conducted. 
2. There is a transcript of six interviews with Katharine Taylor 
available for scholars; the interviews were conducted by William 
Cutler, III, who was a graduate student in history at Cornell 
University at the time. The interviews were conducted at 
intervals between 1966 and 1968. 
3. The correspondence between Anita McCormick Blaine and 
Katharine Taylor covering the years between 1909 and 1955 is on 
file in the Wisconsin Historical Society, Madison, Wisconsin. 
4. In addition to utilizing these materials, interviews were 
conducted with Katharine Taylor's niece and several people who 
were either participants in the Apprentice Training Course when 
Taylor was still at Shady Hill, or teachers at Shady Hill under 
Katharine Taylor, or both. Thus the primary sources for the 
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study include Taylor's personal papers, the transcript of an oral 
history interview with Taylor, interviews with relatives, and 
interviews with people who were associated with Taylor's work at 
Shady Hill. 
Summary of Chapter One 
This introductory chapter opened with a general statement of the 
major theses that have guided the research and writing of this 
dissertation. The second section of the chapter was a rationale for the 
study that shows the significance of the study for ongoing research in 
American educational history, particularly in relation to progressivism 
and the progressive education movement. This section also provided a 
raionale for the use of a narrative case study to accomplish the aims of 
the dissertation. Then the third section of the chapter introduced the 
general content of the remaining chapters of the study. Finally, the 
fourth section of the chapter briefly introduced the nature of the 
research sources used to construct the narrative. 
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CHAPTER II 
THE SHADY HILL SCHOOL, 1915-1921 
Creating a School 
In the spring of 1915, a group of concerned parents met to discuss 
the consequences of the closing of the Agassiz Elementary School in 
Cambridge, Massachusetts. This particular group of parents included 
several men who were professors at Harvard University; the women in the 
group were not presently employed outside the home, but were actively 
involved in the volunteer programs at the Agassiz School. The principal 
of the Agassiz School was Miss Agnes Baldwin, an influential public 
school administrator and a staunch advocate of parent involvement in the 
local school community. The combined circumstances of the closing of 
Agassiz School and Miss Baldwin's impending retirement motivated some 
families to consider other educational options for their children. The 
parent who assumed the responsibility for organizing a series of meetings 
was Agnes Boyle O'Reilly Hocking; Mrs. Hocking was assisted by her 
husband. Professor William Ernest Hocking, who taught in the philosophy 
department at Harvard as Alford Professor of Natural Religion, Moral 
Philosophy, and Civil Policy. 
Mrs. Hocking had grown up in Boston; her father was the Irish poet 
and patriot, John Boyle O'Reilly. Before her marriage to Ernest Hocking, 
Mrs. Hocking had taught young children in the Boston Public Schools. 
Although she did not pursue teaching positions after the birth of her 
three children, she remained interested in educational reform. While 
living in New Haven, Connecticut, she became interested in designing a 
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learning environment which would integrate the principles of open-air 
education with an interdisciplinary curriculum emphasizing the 
correlation of history, literature, and the fine arts. The school which 
evolved from Mrs. Hocking's efforts was a parent cooperative; all of the 
parent members were junior faculty members at Yale. The physical plant 
for the school was a large tent with a wooden floor; a wood-burning stove 
provided the only source of artificial temperature control. A group of 
local physicians studied the health of the children enrolled in the 
school, and reported favorable results, especially during epidemics of 
flu and whooping cough. 
The New Haven Open-Air School provided a model for the Hockings as 
they contemplated schooling options in Cambridge during the winter of 
1915, when parents were informed that the Agassiz School had been 
condemned, with building demolition planned for the spring. Richard was 
randomly assigned to another neighborhood school, and he soon registered 
his disapproval about the change. Agnes Hocking's concerns about 
Richard's new school included the dull presentation of the subject matter 
and the overcrowded, poorly ventilated classrooms. 
When the rumors about Miss Baldwin's retirement were confirmed and 
the parents were informed that a new school would not be open for at 
least one year, Mrs. Hocking and Mrs. Wallace Atwood called a parents' 
meeting to discuss possible actions and alternatives to the current 
situation. Mrs. Hocking's suggestion about the parents themselves 
designing and operating an independent school received enthusiastic 
support. Interested families decided upon a cooperative format; that is, 
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each family would contribute a specific sum for the hiring of three 
teachers ($72 per child, per year). Other teaching positions would be 
filled by parent volunteers who received free tuition for their children. 
The Hocklngs volunteered the use of their home at 16 Quincy Street 
as a temporary residence for the school; the large, rambling house seemed 
adequate for the expected enrollment of 10 - 20 children. One especially 
attractive feature of the house was a large open porch on the second 
floor; the porch space met Agnes Hocklng's Interest In an open-air 
environment as well as Ernest Hocklng's concerns about suitable space for 
science experiments and individual projects. School began in early 
September 1915, with Richard Hocking and five other children. By 
December, the school population increased to twenty students with a 
waiting list of ten children. 
Agnes Hocking s leadership role during this first year was both 
instructional and administrative. She was director of the school and she 
was also responsible for teaching history, poetry, reading, and 
composition. She recruited a beginning faculty including Mrs. James 
Sturgis Pray - Music, Mrs. Robert Duncan Reynolds - Latin, Mile. Marie 
Louise Thioux - French, Mr. Herbert Neal - Nature Studies, Mrs. Wallace 
Atwood - Geography, and Mrs. James Wright - Drawing. Ernest Hocking 
taught mathematics, walking home between his university classes to direct 
short lessons and to supervise projects. 
School activities filled the house, the porches, the garage, and the 
yard at 16 Quincy Street; Ernest Hocking remembered that the school 
program ”... progressed under the curious eyes of the Harvard Union on 
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one side and the Colonial Club on the other" (Hocking 4 Hocking, 1955, 
p.64). Hocking also commented on the guiding theories for that first 
year: "We began with no preconceived educational theory. We had a few 
firm convictions stemming from experience as to what constitutes good 
education" (Hocking & Hocking, 1955, p.64). 
These "firm convictions" included: 1. experimenting with a 
curriculum organized around the use of original source materials rather 
than content organization selected from a textbook format; 2. attempting 
to recruit teachers who were "lovers of their subject matter" rather than 
to hire graduates of teacher training programs whose teaching preparation 
emphasized instructional techniques and methodology; 3. maintaining 
parent control in the management and direction of the school. 
Beyond these general principles, the Hockings and the other families 
wanted to describe those features of the school which distinguished their 
efforts from other "progressive" schools in the Northeast. They were 
especially concerned about not being identified as a "child-centered" 
school; that is, the parents criticized the practice of organizing 
curriculum decisions around the temporary interests or spontaneous 
experiences of individual children. The Hockings and the Atwoods were 
familiar with some of the current innovations utilizing child study in 
curriculum development; and while they wanted an informal classroom 
atmosphere characterized by child activity and participation, they also 
wanted an academic program with continuity and direction. Ernest Hocking 
described his vision of the ideal school as a learning environment where 
children were offered "the finest expressions of human experience from 
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the past" (Hocking & Hocking, 1955, p. 65). Hocking wanted a liberal 
arts or humanities emphasis for an elementary education program, but he 
also wanted a more informal structure than he had observed in the 
independent college preparatory schools in the Boston area. 
Another equally important focus for the academic program was that 
the children experience school life as a community where each person is 
expected to contribute to the total enterprise. "Finding something 
useful to do for the community" was a slogan applicable for students, 
teachers, and parents. The format of the daily assembly was the vehicle 
for centering the life of the school community. The assembly concept was 
developed by Colonel Francis W. Parker, the educator whose pedagogical 
reforms inspired Agnes Hocking and Professor and Mrs. Atwood. Each 
school morning, the opening assembly provided the opportunity for such 
activities as a meditative poem or scripture passage (a thought for the 
day), a sharing of curriculum activities such as a play by one group or 
an explanation or demonstration of a project. Professor Hocking often 
used these assembly periods to discuss a current event or a school 
problem which involved the whole community. 
During the spring of 1916, the Hockings initiated a series of 
discussions with the Division of Education at Harvard University 
regarding the feasibility of the parent cooperative serving as an 
experimental school for the Division of Education. Although there was a 
mutual decision against affiliation with Harvard, Ernest Hocking regarded 
the discussions as providing the parents with helpful clarification about 
the "special character" of their school and the concensus that parent 
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control was preferable to the larger bureaucratic structure Involved with 
University control. The parents wanted to maintain an "extended family- 
atmosphere which they felt would be more "domestic and democratic" in 
character. The two areas about which parents were adamant were the 
continuing role of the parent-teachers and the working out of the concept 
of student interest as an organizing principle for the curriculum. The 
remaining paragraphs of this section deal with these two areas of parent 
interest and concern. 
As was previously mentioned, the founding parents of the cooperative 
school on Quincy Street wanted teachers who were "amateurs" as far as 
their lack of formal training in pedagogical methods and materials. 
Ernest Hocking utilized the term "amateur" in the literal sense of an 
individual being a "lover" of a particular subject matter; he felt that 
the best teachers were not only scholars in their respective fields but 
individuals who could motivate and inspire with their enthusiasm and 
knowledge. However, the ideal teacher for Hocking did have some sense of 
both appropriate teaching methods and of the nature of children. The 
appropriate methodology involved allowing child activity and 
participation, engaging children in thinking activities designed to 
integrate past and present learning, and providing opportunities for each 
child to make an individual contribution to a learning experience. The 
Hockings were also intrigued with the revised conception of the teacher- 
student relationship that was part of the rhetoric of "progressive 
education"; that is, the idea of teacher as facilitator and enabler 
rather than as authoritarian dispenser of knowledge. The parents who 
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discussed their educational ideas with the Harvard Division of Education 
emphasized the teacher as an imaginative, emotionally-healthy individual 
who enjoyed learning and who invited children to join in the learning 
experience. Because the parents viewed the educative process as a life¬ 
long pursuit, they wanted to engage teachers who were adult models of 
that view and life style. Since most of the families who joined the 
Hockings were connected with Harvard as faculty members, the parent 
community seemed to be the logical source for these "amateur" teachers. 
Another one of the "heterodoxies" which Professor Hocking describes 
^-n t^e Atlantic Monthly article is his interpretation of "interest" which 
he noted, set us apart from the run of well-conducted schools and from 
all 'progressive schools' of that time" (Hocking & Hocking, 1955, p. 
64). He distinguished between a teacher's modifying instructional goals 
to coincide with temporary or "surface" content of a child's mind and his 
own interpretation of "interest": 
We expected children to take an interest in what was worthy of 
their interest; and with teachers who cared for their subjects, 
they did so. We could therefore take the hard way rather than 
the easy way in the subject matter of teaching. We could hold 
to the further heterodoxy that we were bound to keep alive in 
children a 'love of thinking' and the ability to think. This 
was a far cry from the yielding morass of progressivism as it 
then was. (Hocking & Hocking, 1955, p. 64). 
Hocking describes his own attempts to teach mathematics to children 
as a "deliberate rejection" of the attempt to make arithmetic relevant by 
using concrete objects or concrete activities. He interpreted the 
"learning by doing" maxim to apply to exercises in mental arithmetic in 
which he engaged children to work with numbers themselves. Hocking 
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wanted children to experience the beauty and order of the number system; 
he rejected current practices of integrating carpentry or construction 
activities with the mathematics course of study. His educational goals 
were for children to learn to think mathematically, not to work with 
their hands. "Our position was that children learn to think by thinking, 
and not by doing something else" (Hocking S Hocking, 1955, p. 65). 
Hocking did not regard the mainpulation of, nor exploration with, 
concrete objects as an early stage in intellectual development. As a 
"lover" of mathematics, he wanted to introduce children to the "real 
materials of the discipline, the number system. He criticized the 
practice of making mathematics "relevant," and believed that children 
could not make the transition between concrete objects and the 
abstractions of mathematics. Hocking was convinced that children were 
innately interested in the study of mathematics, and he directed his 
teaching toward that interest. His own interest in teaching arithmetic 
was to refute the notion that some children are "naturally adverse" to 
number study. Hocking took delight in pointing out to his Harvard 
colleagues that acquired number phobias could be reversed, and that he 
observed the children's enjoyment of mathematics, with the older 
youngsters mastering the multiplication tables with little resistance. 
Agnes Hocking shared her husband's perspectives on the use of 
original sources and the use of adult-selected subject matter which would 
pique a child's natural interest. In her attempt to integrate history 
and literature, she selected themes such as "Exploration and Discovery," 
"Life in Ancient Greece," and "The Indians' Pastoral Life." She 
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selected these topics because she wanted children to learn about the 
accomplishments and way of life of past civilizations; she wanted 
children to explore the problems, concerns, and Issues faced by people In 
past eras. A study of exploration, for Instance, would give youngsters 
the opportunity to learn about the deeds of European explorers by reading 
such works as Washington Irving's Life of Columbus and Prescott's 
c-^n1uest — Mexlc°- Then the children would dramatize the exploits of 
Individual explorers; sometimes writing plays based on the books they 
were reading. If the literary works suggested were too difficult for 
individual children to read independently, Mrs. Hocking would read to the 
students for extended periods of the school day. In planning a thematic 
unit of study, she would include three categories of literary sources: 
the epics or diaries written during the historical period; the writings 
of the prominent historians of the period; and the poetry and fiction 
written about the period, usually in later centuries, by those with 
imagination who can "... call an era to life" (Hocking & Hocking, 1955, 
p. 65). 
When several parents questioned the feasibility of children 
understanding these original source materials, Mrs. Hocking wrote: 
And are children able to digest these things so far 'beyond 
their years'? Yes, on one condition, that the teacher really 
enjoys and cares for them, the child's interest will be there, 
and with the interest the gaining of what is the child' own. 
And it is no shallow contagion or imitation that I mean; it is 
a real appropriation. . . . 
It was our wish to keep alive the intellectual hunger, and the 
hunger of feeling, which are already in a child's mind as he 
moves on from his world of play into his years of schooling. 
. . Information is not education. If we are to educate these 
children, it is life we must give them, not a few informing 
29 
facts about life. Nutshell condensations of fact may be useful 
for later years; for children, they are the death oj interea 
and the beginning of distaste. 
thp rMiHlearn%gr?dU^ly What 3re the books that hold life for 
rnllpa ren^ Curiously enough, they are offered later in the 
ges as the great riches of literature; but the very thine 
that makes them 'literature' often makes them fit for younger 
minds as well (Hocking & Hocking, 1955, p. 65). ^ 8 
Mrs. Hocking also believed in a curriculum characterized by child 
activity and participation. When the children studied "Indian Life," 
they visited the models of Native American villages at Harvard and drew 
pictures of artifacts, dwellings, gravesites, etc. Agnes Hocking joined 
the children in researching Indian songs and dances, in designing and 
making costumes, in weaving rugs and wall hangings, and in writing poems 
or compositions which simulated "expressions of the Indian mind" (Hocking 
& Hocking 1955, p. 65). 
Both Ernest and Agnes Hocking were concerned about helping children 
relate in a personal, individual manner to the literary and historical 
sources in the curriculum. Their discussions about parent goals for 
child education contain references to faith and spiritual growth; the 
Hockings explained community affiliation in terms of connecting personal, 
individual meanings to a "spiritual proprietorship" and responsibility 
for the wider community to which they belonged. Poetry was a means to 
express "faith without dogma," and with the conviction that the conveying 
of faith is a major obligation of a school. Ernest Hocking concluded: 
"poetry as interpreted by Agnes Hocking became a major means of providing 
what every child's soul needed, for want of which a desiccated schooling 
dries life up at its roots" (Hocking & Hocking, 1955, p. 66). 
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Many years later, In 1941, Ernest Hocking wrote to the newbers of 
that first class of students asking them to send written recollections of 
their experiences at 16 Quincy Street. One student who responded was 
Mary F. Williams; her comments emphasized the vivid Impressions she still 
had of adults and teachers at the school. She remembered many guest 
speakers such as Robert Frost, but Agnes Hocking was the teacher who 
left a lasting impression of brightness. Poetry is Mrs. 
Hocking standing on the front porch in spring with eight 
children at her feet on the granite steps between the Doric 
columns. She swayed as she recited to us. Over our heads she 
would wave her hands, the gloves flying. When a phrase escaped 
her memory, she would pinch her lower lip. Her glance strayed 
over the sky, up beyond the Harvard Union. To us it was not 
necessarily coherent; it was rapturous. Mrs. Hocking aroused 
an exurbance that was supra-rational. The less sense it made, 
the more it radiated beauty (Yeomans, 1979, p. 7). 
"Our Heroic Passage" 
By the spring of 1916, the parents and teachers were faced with the 
dilemma of what to do about the waiting list for the next academic year. 
In addition, the Hocking family was ready for some domestic privacy. The 
decision to purchase land and to construct an appropriate physical 
facility was described by Ernest Hocking as "our heroic passage" (Hocking 
& Hocking, 1955, p.66), and occurred during the summer of 1916. Agnes 
Hocking took the primary responsibility for coordinating all aspects of 
this next stage in the development of the school. While Professor 
Hocking was teaching a summer class in Plattsburg, New York, Mrs. Hocking 
commuted to Cambridge weekly from the family summer compound in 
Greensboro, Vermont. She was most interested in hiring the teachers for 
31 
the coming year, but she also assisted the two other parents who had 
major roles in this transition period: James Hayden Wright, an architect 
who designed the building, and John Sturgis, a banker who proposed a 
joint-stock plan for financing the school. 
The parents also decided to reorganize the school as a non-profit 
cooperative; the official name for the school was the Cooperative Open- 
Air School. The governance structure of the school was based on that of 
Harvard University with its Board of Overseers being the final body of 
authority. At the Cooperative Open-Air School this board consisted on 
nine members who represented the parents, two faculty representatives, 
and three members of the community at large. The newly established 
cooperative purchased a portion of the Charles Eliot Norton Estate, 
"Shady Hill," at the corner of Scott and Holden Streets, only a few 
blocks away from the Hocking's residence. Construction of the new 
buildings designed by James H. Wright began on August 12, 1916, but the 
legal papers for the sale of the land were not signed until September 12, 
1916. The total monetary investment was $10,704 (Hocking & Hocking, 
1955, p. 66). 
When school began on October 16, 1916, construction was not 
completed; work was in progress on the assembly hall. The new buildings 
that were ready were glass-enclosed with no central heating. There were 
iron drum stoves in each classroom, but Agnes Hocking discouraged using 
them unless the weather was so severe that it interfered with the 
learning process. The windows were specially constructed so that both 
sashes dropped below a hinged sill, and children were encouraged to wear 
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coats, hats, even gloves and mittens. Several layers of clothing were 
considered preferable to artificial heating. Several weeks after the 
opening of school, the parents engaged a shop teacher whose first task 
was to supervise the parents as they built benches for the classrooms. 
The curriculum during the second year of the Cooperative Open-Air 
School was much the same as the first year; there was frequent 
experimentation, and the selection of subject matter was flexible. Agnes 
Hocking continued to teach history and literature at each grade level. 
The following example, based on Mrs. Hocking's notes, shows her approach. 
The eleven-year-old class studied medieval history by reading about the 
Council of Nicea; the children used Dean Stanley's account of the 
assembling of the bishops, the arrival of Constantine, and the 
theological argument discussed at the Council. One child wrote in his 
weekly composition; Constantine and those people seemed to think it 
right to be a Christian with your head and nothing else. Christ believed 
you had to be a Christian with your whole body" (Hocking & Hocking, 
1955, p. 65). 
Although there are few records of actual curriculum activities 
during the few three years in the life of the Cooperative Open-Air 
School, source material is available in personal history documents, 
journals, and memories of students during that early period. I Knew a_ 
Phoenix, a series of autobiographical sketches by writer and poet May 
Sarton, describes Sarton's experiences as a student at the Cooperative 
Open-Air School, beginning in the autumn of 1917. The following excerpts 
from Sarton's book are included because they illustrate the character and 
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image of the Cooperative Open-Air School before Katharine Taylor's 
arrival as director: 
In those days, when Shady Hill was in every wav in rh* 
we children must have seemed, as it were a orLiH^* *’ 
tribe in the heart of conservative Abridge! ^ W "nllT 
Ttribe0- filled^f^ the unS0Phisti«ted creativeness of such 
a tribe - filled with our own importance as part of a 
pioneering experiment. 
The buildings themselves were unorthodox. Built of wood and 
looking like low brown barracks, they were one large expanse of 
windows on the inner side facing the willows. These windows 
were kept open, even in zero weather. Only one room had a 
fireplace the Big Room, where the school gathered each day 
for opening exercises. There was, it is true, a small 
potbellied wood stove at the teacher's end of each classroom, 
where frozen fingers might, in extremity, be painfully gnawed, 
but this illusion of warmth made the polar regions at the back 
of the room seem even colder. We wore mittens, of course; as a 
result, some of us developed a hieroglyphic hand, today totally 
illegible even to ourselves (Sarton, 1959, p. 102). 
A distinguishing characteristic of all the students during those 
early years was the "uniform" designed by Mrs. Hocking. Sarton provided 
the most complete description of this "costume": 
Our costume began at the skin with long woolen underwear, and 
moved outward through layers of sweaters to the final 
apotheosis of a very long, heavy, gray sweater, buttoned down 
the front, which was bought deliberately, at Mrs. Hocking's 
suggestion, four sizes too large, so that it fell to the knees 
and actually became a coat. This successfully concealed 
dresses or knockerbockers, and was, in fact, our uniform. 
Below the sweater, and over several pairs of woolen socks, we 
wore dark brown felt boots known as 'woodchoppers' socks; over 
them sheeplined soft leather boots; and over them, huge shiny 
black rubbers. Most of these items were acquired through the 
school commissary, which ordered them at school-discount rates 
from Sears Roebuck (Sarton, 1959, p. 103). 
Sarton also remembered wearing a large sleeping bag in the 
classrooms during the winter, and several times each day, the teacher 
would allow "jumping time" when the children could jump up and down in 
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lead the children in 
the bags. Sometimes, the teachers would 
calisthenics (without the bags) or take the students outdoors for laps 
around the school. At eleven each morning hot cocoa was served in large 
mugs; a hot lunch was provided for the older children who stayed until 
1:30 three days each week. 
Sarton credits Ernest Hocking with maintaining a necessary balance 
between creativity and spontaneity and a sense of responsibility and 
self-discipline. She remembered that he often used fables or parables to 
illustrate principles about interdependence and peaceful co-existence 
related to the school community. She also commented that Professor 
Hocking had the ability to help students think through interpersonal 
conflicts without sarcasm or punitiveness. She remembered one incident 
when two children destroyed a plasticine relief map of Europe which the 
younger children had made for a class project. During the next assembly, 
Ernest Hocking related the tale of two doves who destroyed their nest 
with harrowing result. 
I remember the relief with which we, the whole school, watched 
the two culprits stand, red to the ears, and solemnly shake 
hands. It seemed beautiful and good beyond words that there 
was a saving grace after all, and we never forgot the bliss of 
mutual forgiveness as we witnessed it that day. We were a 
small intense community, and all such affairs went deep 
(Sarton, 1959, p. 115). 
While Sarton remembered the quiet stability provided by Ernest 
Hocking, she was most impressed with the way in which Agnes Hocking 
placed poetry at the center of the school's curriculum. During the years 
before Katharine Taylor's directorship, Mrs. Hocking taught poetry to 
each class one hour per day. Although Mrs. Hocking planned her lessons 
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around the history topics suggested by the grade teacher, she would often 
deviate fro. her original intent. She never distributed written poems to 
study and memorize; the children learned the poems by listening to 
Hocking recite the verses, often under dramatic circumstances. In many 
instances she requested that students close their eyes as they listened 
to her recitations; often a poem was discussed as to possible meanings or 
as to connections with other works. Mrs. Hocking enjoyed utilizing drama 
to communicate the "life" quality of the aesthetic form; Sarton described 
one experience during which all the children lay down on the floor of the 
assembly room, pulled on their gray woolen sleeping bags, and pretended 
to be seals sleeping '. . . in the arms of the slow-swinging seas." Mrs. 
Hocking, also in a gray bag on the floor, recited the verses and was "the 
Seal of Seals" (Sarton, 1959, p. 116). 
The later reflections of May Sarton and other students provide 
personal impressions and images of the early years in the life of the 
Cooperative Open-air School. These recollections, recorded many years 
after the fact, along with the writings of Ernest Hocking, portray the 
types of academic experiences and social expectations which characterized 
the school. However, in 1919, a detailed school catalogue was available, 
listing a Board of Overseers and an Advisory Council. It is worth noting 
that Ernest Hocking was a member of the Board and that the three members 
of the Advisory Council were Harvard faculty members; George Herbert 
Palmer, William T. Segdwick, and Thomas Whitney Surette. 
During the 1919-1920 academic year, Florence L. Cobb served as 
"Principal"; she also was Director of the Primary Groups (subprimary to 
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grade three). Cobb had been with the Hockings since the first year of 
the school, but she enjoyed teaching and was not eager to take on 
administrative responsibility. However. Agnes Hocking was ready to 
relinquish the director role, and she convinced her friend Cobb to 
consider the position on an interim or acting basis. These early 
bulletins also list the addition of two women - Ruth Edgett and Lllllam 
Putnam - who would remain at the school until their retirement, and whose 
names are among those influential teachers who helped Katharine Taylor 
develop "the Shady Hill Way." 
Ruth Edgett shared Ernest Hooking's fascination with the beauty and 
order of the number system. Her teaching objectives included aesthetic 
appreciation of mathematics, an understanding of the logic and order of 
numerical principles, and mastery of accurate computation. Students 
remember Edgett's insistence on detail and the excitement she 
demonstrated while engaging in problem-solving activities with students. 
Lillian Putnam wrote a memorial to her friend and colleague in 1964: 
Ruth Edgett had little patience with approaches to mathematics 
which attempted to 'make it easy' or to 'make it fun.' Such 
things merely cluttered the mind and beclouded the true values. 
Problems demanded a vigorous attack which was fun, just as a 
hard-played game was fun because it challenged one's finest 
effort and greatest skill (Yeomans, 1979, p. 17). 
Lilliam Putnam transferred from the Boston Children's Museum in 
order to work in a school environment. She taught science to all the 
classes, and later became a department head under Katharine Taylor's 
reorganization planning. Putnam did not use textbooks; her content 
selection was based on the natural world of the child's environment in 
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Cambridge. She always explained that "... the first laboratory was the 
out-of-doors. Stars, clouds, miniature rivers and deltas at the edge of 
the road and live creatures in the grass of the playfield were the first 
equipment" (Putnam, 1936, p. 1). Putnam's goals were process-oriented; 
that is, she wanted children to develop their potential for observation, 
exploration, information collecting, hypothesis generation and 
evaluation. She believed that children were genuinely interested in 
phenomena of the natural world, and she wanted to build and expand on 
that interest and motivation. She also wanted to use a child's own way 
of learning, to capitalize on play and exploration as a vital part of the 
learning process. As Putnam developed the science program at the 
Cooperative Open-Air School, she attempted to achieve a balance between a 
teacher-designed scope and sequence for the science curriculum and the 
occasional informal teaching resulting from the discovery of a dead 
muskrat or the fear of a sudden thunder storm. When parents were 
concerned about the "informality" of her approach, she explained; 
such informality and flexibility does not preclude a clear 
purpose, a definite discipline, and a steady progress. Orderly 
procedure and good form are required from the beginning as 
intrinsic elements in science (Putnam, 1936, p.2). 
The Search for a Director, 1920-1921 
By the autumn of 1920, the Board of Overseers of the Cooperative 
Open-Air School began discussing the possibility of hiring a professional 
director for their growing school. The operational issues of the school 
had grown more complex and time consuming, and there appeared to be a 
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real need for a direction and structure. The Hockings and the Atwoods 
recommended a search for an instructional leader from outside the school 
family. It was during these preliminary discussions that the parent 
cooperative voted to change the name of the school to Shady Hill, after 
the estate on which the school was located. 
Professor and Mrs. Chester Atwood chaired the search committee for 
the new director; they decided that the school needed an individual who 
would appreciate and understand the values and work already attempted at 
Shady Hill, but would also be able to provide some necessary structure 
and direction for the growing institution. Both Atwoods had been on the 
faculty of the Francis W. Parker School in Chicago, and they had admired 
the director, Flora J. Cooke; they regarded the Parker School as a model 
of the type of educational experience they would like to see occuring at 
Shady Hill. In fact, the Parker School Yearbooks had been utilized as 
curriculum guides at Shady Hill, and the Atwoods felt that there was 
compatibility between the educational objectives of the two schools. 
The Shady Hill Board of Overseers authorized the Atwoods to write to 
Flora J. Cooke asking her to recommend a teacher who might be interested 
in applying for the director's position at Shady Hill. Mrs. Atwood 
remembered a.young teacher named Katharine Taylor and asked specifically 
about her. Other letters were sent directly to Taylor. However, there 
was no response from either Taylor or Cooke. In January of 1921, both 
Agnes and Ernest Hocking wrote individual inquiries to both Cooke and 
Taylor, but received no acknowledgement of their request. 
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Ultimately, Chester Atwood traveled to Chicago for a professional 
conference and visited the Parker School. Cooke was not there the day of 
his visit, but he talked with several teachers and came back with 
Taylor's name. Agnes Hocking then wrote a letter to Taylor describing 
Shady Hill, requesting that Taylor apply for the directorship, and 
inquiring about Taylor's neglect in responding to previous 
correspondence. Taylor received Mrs. Hocking's letter, and she was 
interested in the informal tone and style of the letter. Puzzled about 
the reference to other letters, Taylor asked Cooke if she had any 
knowledge about the Shady Hill letters. Cooke responded; 
Oh, yes, those New Englanders, those people back in Cambridge. 
I remember getting a few letters from them about a teacher to 
come to them and to head up this little starting school, and I 
just knew that nobody who was teaching at the Parker School 
would ever want to leave, so I put them in the wastebasket 
(Taylor, 1966, p. 161). 
Taylor remembered that she informed Cooke of her intention to answer 
the letter from Agnes Hocking even though Taylor was not interested in 
applying for another position or in moving to Cambridge. Taylor's letter 
to Mrs. Hocking marked the beginning of a correspondence between the 
Hockings and Taylor. In contrast to Mrs. Hocking's rambling writing 
style, Professor Hocking wrote in an informational, direct tone, 
summarizing the necessary qualifications for a director of Shady Hill: 
The principal would be utterly free to determine the school's 
policy, but we hunger for a principal whose policy is Francis 
Parker's. We want the children to get their knowledge as a 
'living whole,' not as a lot of fractured lessons. We started 
the school because we wanted to give the children real 
sciences, and real mathematics and real music and history and 
literature - instead of information about them. We are looking 
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for teachers with love for both their 
children (Hocking, 1921a, n.p.). subject and their 
In early March 1921, the chairman of the Shady Hill Board of 
Overseers wrote to Taylor to schedule an interview In Cambridge later in 
the month. Taylor was still apprehensive about leaving the Parker 
School, but her family encouraged her to take the train to Boston and 
spend several days with the parents and teachers. In describing this 
interview experience, Taylor recalled that her family made certain that 
she had a copy of Atlantic Monthly for the train trip, a publication she 
would need in Cambridge (Taylor, 1966, p. 165). 
When Taylor arrived in Boston, she was greeted by Mr. and Mrs. Henry 
Copley Greene, and she stayed in their home during her visit. Katharine 
Taylor spend three days in Cambridge; she visited the school and met with 
the Board of Overseers. Her first impressions of the school were 
positive; she found the small size, the informality, and the developing 
nature of the school appealing. She also liked the challenge of working 
with a small staff of teachers who were in the beginning stages of 
formalizing a curriculum plan. 
In early April, Taylor made another visit to Cambridge; she spent 
most of the four days observing in the classrooms and talking with the 
teachers. Even though she was concerned about the lack of teaching 
resources and equipment and about the inadequacy of the physical 
facilities (especially the lack of central heating), Taylor was impressed 
by what she described as the "quality" of the teaching she observed and 
the "quality" of the relationships between adults and children. She 
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admired the teachers' efforts to encourage discussion and cooperation 
amoung the students, and she was encouraged by the prospect of working 
with such individuais as Ruth Edgett and Lillian Putnam (Taylor. 1966. p 
168). 
The Board of the Shady Hill School sent Taylor a written offer less 
than a week after she returned to Chicago, and Taylor responded 
immediately, accepting the directorship of the Shady Hill School. Ernest 
Hocking wrote to Taylor on April 18, 1921 expressing his enthusiasm and 
support for her appointment. His letter also included some comments 
about the challenge of her new position: 
What we have here is a set of possibilities, not a complete 
achievement, but a set of living and well—rooted possibilities, 
a superb group of teachers, and a community that is interested, 
responsive, and disposed to believe in usj and all very plastic 
and ready and desirous for the advent of the controlling and 
shpaing spirit. There is hardly anything within the 
possibilities of such a school that you could not make of it. 
The school seeks the person who sees its future, and wills to 
bring it to pass. The school is ready to say, 'You are the 
one ... I hope that you will recognize this task as the one 
that calls for you.' (Hocking, 1921, n.p.) 
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CHAPTER III 
KATHARINE TAYLOR: THE YEARS BEFORE SHADY HILL 
Early Years/Family Life 
Katharine Taylor was born in Hartford, Connecticut, on June 24, 
1888; she was the youngest of the four Taylor children. Her older 
siblings were Helen, age twelve, Graham Romeyn, age eight, and Lea, age 
five. Katharine s father, Graham Taylor, was professor at the Hartford 
Theological Seminary and minister of the Fourth Congregational Church, an 
inner-city parish. Katharine's mother, Leah Demarest Taylor was a member 
of a family with a long term association with the Dutch-Reformed Church. 
Katharine later described both her parents as "people who were strongly 
religious and who believed in education (Taylor, 1966, p. 23). 
Leah Demarest was the eldest child of Dr. David D. Demarest, 
Professor of Pastoral Theology and Sacred Rhetoric at the seminary in New 
Brunswick. The Demarests were descendants of David Des Marest, a 
Huguenot who came to America in 1663. Katharine remembered her mother 
as: 
a steady quiet person who had a fine mind. She grew up in a 
well-ordered home where there was interest in thought and much 
discussion about the meaning of 'moral living.' (Taylor, 1966, 
p. 34) 
Leah Demarest met Graham Taylor when he was a seminary student at 
the New Brunswick Theological Seminary, following four undergraduate 
years at Rutgers College. His father, William Taylor, was a minister in 
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the Dutch Reformed Church, and served parishes in New Brunswick and 
Newark. Katharine characterized her father as: 
an outgoing friendly, and inquiring person. All the way alone 
«» always concerned with p ‘ 
and delighted with people. My father was always noticing 
things that had to be done about human life, and quite on his 
own initiative saying, 'Well, it's got to be done, and i'll do 
what I can. He was warm, humorous, and would do anything for 
anybody, and everybody came to him when they were in trouble. 
(Taylor, 1966, p. 25) 
Katharine also emphasized her father's continuous attempts to 
educate himself about new directions in religious thought and about 
divergent theological perspectives. Leah Taylor was also interested in 
exploring new theological ideas and supported Graham in his interest in 
the social responsibilities of both the institutional church and the 
individual Christian life. In fact, with Leah's encouragement, Graham 
Taylor left Hartford in 1892 to head a newly created Department of 
Christian Sociology at the Chicago Theological Seminary, the first 
department of its kind in the United States. Taylor's appointment was 
due to his growing reputation as an advocate for a liberal, reform 
theology; his experiences with the Hartford congregation had resulted in 
his growing involvement with the literature of the social gospel. His 
own life experiences were validated by the social and political spirit of 
the progressive era. He began speaking and writing about the three main 
objectives for the Christian live - "a democratic faith, an educational 
purpose, and a religious hope" (Wade, 1964, p. 225). Taylor was 
convinced that educational reform was the means to operationalize his 
objectives; he pointed to education as the key for motivating and 
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informing the civic conscience of individuals. These individuals would, 
in turn, establish more equitable and humane social, political, and 
economic conditions for all the cititens of a democracy. True education 
is religious in nature because it occurs through significant 
relationships between teachers and peers; in these relationships 
individuals communicate their personal meanings to each other and connect 
personal meanings with the wider concerns of the community. 
The decision to leave the institutional church structure and move 
to Chicago for the purpose of instructing seminary students in "social 
Christianity" was a very different direction for both Leah and Graham 
Taylor and would influence family and professional activities for the two 
of them as well as for each of their four children. The Taylors made 
the move to Chicago despite serious objections from both of their 
families, who felt that life in Chicago would be "fatal for family life 
and for the children" (Taylor, 1966, p. 30). By the autumn of 1892, the 
Taylor family was settled in rented quarters on the west side of Chicago, 
only a few blocks from Jane Addams' Hull House. 
Within two years, Graham Taylor decided to develop his own 
settlement house program with the focus on educating seminary students in 
a clinical setting. He rented a large, deteriorating house at the corner 
of Union Street and Milwaukee Avenue, about a mile from Hull House, but 
still in the same neighborhood. The Taylor family and four seminary 
students moved into the dwelling during the winter of 1894; this social 
service experiment was soon labeled the Chicago Commons. The adult 
Taylors surpervised the seminarians as they worked among the newly- 
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arrived Italian and Polish immigrants, developing adult classes for 
learning English as well as orientation sessions for adjustment to life 
in urban Chicago. 
Katharine Taylor's memories of her early years at the Chicago 
Commons provide a vivid portrait of settlement house life on the west 
side of Chicago during the late nineteenth and early twentieth 
centuries: 
We moved into about the only brick building in the near West 
Side which had remained after the big Chicago fire. After the 
fire, the region had been built up with shoddy wooden tenements 
and there was an extension to our brick building . . . where we 
lived and where the settlement work got started. In our house, 
rats went up and down the staircases; cockroaches were a 
constant battle. 
I can remember that the family had almost no privacy because 
there were workers living ... volunteer and paid workers 
living in the same house, so we'd go down to dinner with ten to 
thirty people always ... all of us ... and I can remember 
my parents efforts to have a little family privacy ... like 
reading aloud together and things of that sort in our 
apartment. We soon began to spend the summers in a cottage in 
Macatawa, Michigan — which made a great difference for our 
family life. (Taylor, 1966, pp. 7-8) 
While Leah Taylor spent most of her time at the Commons, managing 
the household and overseeing the clubs and educational activities for 
neighborhood activities, Graham Taylor utilized the Commons as an 
organizing center for other work in the social service community. He 
wrote a weekly column for the Chicago Daily News from 1902 until his 
death in 1938. The subject matter for these columns included 
explanations of social legislation, discussions of the rights and abuses 
of labor union, defense of programs for immigrants, and a forum to 
support specific political candidates. 
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Graham Taylor also began a small publication, The Commons. in 1896; 
in 1909, this journal became The Survey, with Taylor as editor and 
frequent contributor. In his writings, Taylor stressed the obligations 
of the institutional church to four life spheres - family, neighborhood, 
industrial relations, and community service. The Chicago Commons also 
served as a laboratory for Taylor's written reflections and commentaries; 
and, by 1906, he had resigned his seminary duties to direct the 
settlement house and to participate in civic activities. His arguments 
for linking the Christian life with social responsibility were also 
recorded in several books, the best known being Religion in Social Action 
(Wade, 1964). 
While most of Taylor's colleagues admired his enthusiasm and energy, 
they were also irritated by his "chronic optimism" as well as by the 
sometimes parental tone of his speeches and writing. Jane Addams 
commented that Taylor's 
personal attitude toward this multitude of readers has been, if 
I may be permitted to formulate it, a little like that of the 
good country pastor toward the flock, which is on the whole 
well meaning and humbly anxious to be good but occasionally 
needs exhortation. (Wade, 1964, p. 22) 
Addams also admired Taylor's optimism and his faith in the potential of 
social Christianity for social and political reform. She offered to 
write the introduction to Religion in Social Action, emphasizing the 
encouraging tone of the book and acknowledging Taylor s attempts to 
provide concrete suggestions for Christian responsibility and civic 
involvement. 
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While Graham Taylor shared his time between the Commons and his 
other activities, Leah Taylor balanced the management of her own 
household and the daily operation of the Chicago Commons. Katharine 
often commented that Leah deliberately stayed in the background, 
supporting Graham Taylor and "protecting his energy" (Taylor, 1966, 
p.33). Mrs. Taylor always suggested that her husband read to the family 
after dinner, but only after the nap he took at her insistence. Leah 
Taylor's quiet presence and support is noted in many of Katharine's 
descriptions of her mother; in the oral history, Katharine discussed the 
importance of seeing her mother each afternoon when Katharine arrived 
home from school: 
I have always felt that this was very important - for mothers 
to be there when children came home from school, and I used to 
say that to the parents at Shady Hill. It meant a great deal 
to me — coming home from that maelstrom ... this Montefiore 
School, to find my mother sewing ... she made practically all 
of our clothes. . . and I would sit on the floor, pulling out 
basting threads and winding them on spools because she was very 
frugal and would reuse them, and telling her about the school 
day. She would say very little, but I felt that her tacit 
understanding was very comforting to me always. (Taylor, 1966, 
p. 35) 
In the same passage, Katharine also mentions Leah's observable sense 
of relief during the summers in Michigan, where the Taylor family could 
have a more private and less hectic life style. Katharine often 
characterized her mother with adjectives such as "quiet," "steady," 
"generous," and "loyal" (Taylor, 1966, p.35). Helen Fogg, a long-time 
friend and colleague of Katharine's, remembered that Katharine often 
expressed sympathy for Leah, and that Katharine felt that Leah would have 
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liked some living space of her own, a space in which Leah could develop 
some of her own interests (H. Fogg, personal interview, August 8, 1982). 
Katharine and her sisters and brother spent most of their after 
school time at the Commons, even during college and graduate school. The 
Chicago Commons and the community of individuals who were interested in 
social service and social reform became a reference point in the lives of 
all of the Taylor children, and Graham Taylor's energy and expectations 
appeared to motivate his children throughout their lives. Jean Kroeber, 
the daughter of Katharine's brother, Graham Romeyn, remembers her 
grandfather as "a person of continuous, tremendous energy. His children 
were writing to him to justify their lives, even in their late thirties" 
(J. Kroeber, personal interview, July 14, 1983). Mrs. Kroeber also 
expressed her opinion that the settlement house environment, with the 
constant activity and the lack of privacy, was very difficult for a shy 
child like Katharine (J. Kroeber, personal interview, July 14, 1983). 
However, Graham Taylor maintained that growing up in such an environment 
could only be viewed as a positive, healthy experience for children: 
Having often been challenged to justify the alleged hazards 
involved in family residence at the settlement, I have always 
insisted that it was a qustion of expediency to be determined 
by the constitutional vigor and temperamental balance of the 
children, and of their parents, also. I have protested against 
considering differences in occupational status, the property 
line or arbitrary social classifications to be the test of the 
character of one's children's associates. The same 
discrimination is demanded of the parent among the richer as 
among the poorer classes, on the boulevards and in the suburbs 
as in the industrial residential districts, in the private 
school as in the public school, in the uptown as in the 
downtown church, among the native-born as among the foreign- 
born families. In our own experiences, a larger share of the 
race life was attained through such varied contacts and 
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auu cuiiege vacations. 
residence offered. So far from 
by solicitious friends, our 
ances and experiences in the 
through their school 
The youngest (Katharine) from her 
and incentive for her educational 
Formal Schooling Experiences in Chicago 
Katharine Taylor's schooling experiences during her elementary and 
secondary school years provide an interesting study of the variety of 
available educational experiences in Chicago during the late nineteenth 
and early twentieth century. Her daily activities at the Chicago Commons 
provided considerable opportunities of an informal educative nature. 
Individuals such as John Dewey, George Herbert Mead, Jane Addams, and 
Ella Flagg Young were friends of Leah and Graham Taylor, and the young 
Katharine remembered the intense discussions which often occurred after 
dinner among the adult Taylors and their friends. Both Leah and Graham 
Taylor valued their extensive library, and oral reading sessions were 
common family events. 
Katharine's first formal schooling experience was a small, private 
school near her father's office at the Chicago Theological Seminary; 
Katharine's only remembrance was eating lunch with her father in his 
office. The next year, when she was eight years old, Katharine attended 
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the Monteflore Scho0l> a large public school one block free the Colons. 
When Katharine discussed her impressions o£ the five years she spent at 
Montefiore, she remembered that there were about fifty children in her 
class, and that she was the "only child of American-born parents" 
(Taylor, 1966, p. 10). She commented that her shyness and lack of self- 
confidence resulted in her withdrawal from many social experiences with 
the other children. As a cooperative, well-behaved child, she often 
escaped the notice of the teacher; however, one day she was kept after 
school for not mastering the boundaries of France. She later recalled; 
They meant nothing to me - lines in a small picture - but I had 
to memorize them and hand them back. I remember, then, that I 
had no sense of what a map really means - the concept of a map 
- the proportionate reduction of immense territory, but I 
learned that only later, and it was one of the things that made 
me . . . when I came to Shady Hill . . . work out with the 
teachers how children can learn the concept of a map very 
early. (Taylor, 1966, p. 17) 
Katharine's other recollections focus on her perceptions of the 
inability of the teachers to deal with children from different 
backgrounds: 
There was no effort in the school to establish any mutual 
understandings or community life, and I can remember marching 
in military order down the wooden stairs to the small play 
space with no trees and practically no play equipment and 
noticing ... the volunteer division of children according to 
ethnic background. Sometimes I would be almost physically 
abducted by one group; I did not understand the intensity of 
their eagerness and rivalry to include me in these different 
groups; the whole experience was a bit nerve wracking because 
there was nobody to supervise play or bring about any 
interesting activities. Only a teacher shouting from the 
window, 'Stop that fighting.' (Taylor, 1966, p. 10) 
When Katharine was thirteen years old, her parents enrolled her in a 
private school which had just opened on the north side of Chicago; the 
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school was called the Chicago Institute - Academic and Pedagogic. The 
director of the Institute was Colonel Francis W. Parker and the principal 
was Flora J. Cooke. Parker had achieved recognition for his work as 
principal of the Cook County and Chicago Normal School (1883-1901) where 
his curricular and programmatic innovations contributed to Chicago's 
growing reputation as a center for progressive education. Cooke had 
taught first grade at the Cook County and Chicago Normal School; John 
Dewey's son Fred was in Miss Cooke's class during the 1899-95 school year 
(Cremin, 1964, p. 135). in addition to her classroom teaching, Cooke had 
assisted Parker with the teacher education component of his program. 
Cooke came to Chicago from Youngstown, Ohio, where she had been principal 
of an elementary school. Her motivation for moving was her 
dissatisfaction with traditional forms of schooling for elementary-age 
children; she had heard about Parker's ideas from her friend Zonia 
Barber, a graduate of Parker's normal school. 
Katharine was a member of the first class to attend the Institute; 
school begain in October 1901. Eight months later, Parker died, and the 
name of the school was changed to the Francis W. Parker School. The 
financial patron for this private enterprise was Anite McCormack Blaine, 
a philanthropist who first met Parker when she was searching for a school 
for her young son Emmons. A mutual friend suggested that Blaine observe 
in Parker's elementary school program, and Blaine first asked to see one 
of the reading classes. When Parker replied that there were no reading 
classes, Blaine was delighted and scheduled an appointment with Parker to 
learn more about his theory and practice. The idea of the Chicago 
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Institute was Blaine's; her funding provided the major capital for the 
founding of the school and she continued to support Flora J. Cooke's work 
at the Francis W. Parker School. 
In the oral history interviews, Katharine Taylor was asked why her 
parents sent her to the Parker School. She responded that her parents, 
both Leah and Graham, were interested in Colonel Parker's educational 
principles; they especially liked Parker's emphasis on the "social 
motive as an important consideration for the school curriculum. More 
specifically, Parker spoke and wrote about the school as an ideal 
community where part of a teacher s role was to organize and supervise 
community life. He often said that the problem for education was: "What 
knowledge does the class or school need for the best social life?" 
(Parker, 1902, p. 25). 
Graham Taylor had worked with both Mrs. Blaine and Colonel Parker on 
several committees and agency boards; Katharine felt that her father's 
self-image was that of a "pioneer" and that he ". . . thought it would be 
just great if I, too, as a child, went into a pioneering thing with the 
children and the teachers working together to build up a good school 
(Taylor, 1966, p. 51). 
Katharine's memories of her five years as a student at the Francis 
W. Parker School presented a dramatic contrast to her previous schooling 
experience; she was especially impressed with the quality of the 
relationships between teachers and students at the Parker School. There 
were several teachers whose personalities and teaching methods affected 
Katharine's feelings of personal competency and self-confidence. These 
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individuals also motivated Katharine to consider teaching as a future 
career. She explained: 
^Vel^“P °f teachers and students was, for me, after 
that public elementary school, a complete eye-opener, and you 
felt yourself expanding. These are real people who like to be 
with you, that want to understand you, they like to trade ideas 
with you, they like to sit at the luncheon table and talk, and 
you can go to them when you are in trouble, and this I could 
say for practically all of the teachers in that school through 
all the years I was there. I remember one time when I was 
struggling with Caesar, in Latin, and I just became convinced 
that I could never pass the Latin examinations and I went down 
to the basement at recess time and ws found by the shop teacher 
weeping on a bench there. I explained that I knew I could not 
go into college, and the shop-keeper did not say, 'Oh, yes you 
can, but just said, 'Well, keep on struggling, and in the 
meantime you're doing beautiful work in copper,' and 'Just 
remember, do all kinds of things; Latin may not be the thing 
you can do well, but I imagine you will probably get through 
somehow. Well, I was comforted by that, and eventually passed 
my Latin exam, although I thought for a while that my career 
would be in copper crafts. (Taylor, 1966, p. 80) 
Although Katharine's oral history interviews were recorded sixty-one 
years after her student days at the Parker School, she remembered some 
individual teachers; and she also remembered that her general impression 
of the faculty was that most of them maintained a consistent balance 
between informality in method and clearly established, rigorous 
expectations. In particular, she described a language teacher who 
directed her French classes in a number of drama activities, having the 
students write their own plays as well as to perform classics from French 
literature. Katharine remembered feeling confident and well-prepared for 
the college entrance examinations in French. Another teacher, a science 
instructor, insisted on placing laboratory work at the center of his 
54 
curriculum. Katharine remembered that she took pride in a well 
organized, neatly-written physics notebook: 
We kept these up through the entire year, describing 
experiments in our own words, taking notes on our Jading of 
wanteditiCHb°°kS ""J individual readings - when one of us 
wanted to do more about electricity and somebody else about 
n^T0^’ 3nd diagrams and drawings. We turned these 
notebooks in to our respective colleges. (Taylor, 1966, p.80) 
Even though Francis Parker's actual involvement in this north side 
independent school was brief, Katharine believed that his personality and 
energy set the tone for the school. She remembered Parker as: 
this great big comfortable, elderly figure, occasionally 
walking into a classroom ... not that he was a spy, but that 
he was absorbed in what everybody was doing and thinking, 
sometimes contributing a little to the discussion. (Taylor, 
Parker's physical presence was very much in evidence during the 
morning assemblies, those opening exercises held three or four times per 
week for all the teachers and students in the school. The assembly was 
intentionally structured to address Parker's major theme of the school as 
community, and the importance of frequent communication among all 
participants in the life of the school. Parker would begin each assembly 
(as he had done at the Cook County and Chicago Normal School) with the 
ritual question, "What is the great word?" and the faculty and students 
would respond in unison, "Responsibility." Then, Parker would ask, "What 
is our motto?" the group answered, "Everything to help and nothing to 
hinder (Taylor, 1966, p. 55). 
Flora J. Cooke continued the assembly ritual after Parker's death, 
and Katharine remembered that the students and the teachers had 
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ambivalent feelings about this practice of the "social motive"; the older 
students were embarrassed by the "mass affirmation" requirement during 
assemblies. Katharine said that the constant reminders of the virtue of 
community life seemed "irksome" at times, but the concept of the "social 
motive" was reinforced throughout the entire school program, so there 
seemed to be no discrepancy between the ritual and the reality of the 
school environment. 
Katherine did describe the pressures she felt as one of six members 
of the senior class during the academic year of 1905-06. The pressures 
included messages about the reputation of the Parker School depending on 
the students' acceptance at "good colleges," concerns about whether 
colleges would accept and understand the Parker style. One of the 
greatest pressures on the teachers was to provide the type of program to 
prepare for college, yet be consistent with the Parker way, and the 
students felt similar pressures. Katharine Taylor explained the conflict 
this way: 
We (senior class) were in conflict about the curriculum to some 
extent during our last years, believing in the more informal 
freer thing that was happening in the lower school, you see, 
and yet knowing that we must prove ourselves in the 
conventional way required by colleges, which we did. I 
remember history and mathematics teachers saying to us, 'We 
haven't got time. We've got to do what the college entrance 
wants.' I don't think we ever resented this formalism in 
teaching. We knew it was necessary, and we knew it was being 
taught by good teachers who managed to get meaning into it and 
there was strong emphasis, even with the grades and the 
requirements on individual resoning and thinking things out for 
oneself. (Taylor, 1966, pp. 77-78) 
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The Vassar Years 
Katharine's choice of a good college was Vassar; her sister Lea had 
graduated from Vassar in 1904. Although Katharine would attend graduate 
school at the University of Michigan, earning an M.A. in Literature and 
Aesthetics in 1911, she seldom mentioned this graduate experience. It 
was her experiences both as a student and a teacher at Vassar which she 
describes in detail in the oral history. Teaching as a life-long career 
choice was established at Vassar, and Katharine also established a 
network of female friends and colleagues who provided friendship and 
intellectual support for her future professional activites. 
Katharine s association with Vassar College was to continue 
throughout her life: as an undergraduate English major (1906-1910), as a 
recipient of the William Borden Fellowship in 1911, as instructor in the 
English Department (1913-1916), and as a member of the Board of Trustees 
(1939-1949). Katharine's experiences at Vassar not only introduced her 
to a circle of supportive female friends and teachers but also provided 
her the access to cultural and aesthetic experiences which had not been a 
part of her life at the Commons. Katharine commented that she was aware 
of differences between her own life experiences and those of the other 
young women she met at Vassar: 
I had come up the tough way compared with many of the other 
students at Vassar ... I had never been to a concert or an 
opera in Chicago. Our family never had the money or time for 
that. (Taylor, 1966, pp. 209, 253) 
The two significant influences associated with Vassar were the 
Borden Fellowship and Katharine's relationship with her friend and 
57 
teacher, Laura Wylie. Katharine's niece, Jean Kroeber. felt that the 
Borden Fellowship, which provided funding for a year's study in Europe, 
had a tremendous Influence on the young Katharine, "nurturing her 
aesthetic sense. She loved the romansque cathedrals of southern France" 
(J. Kroeber, personal interview, July 14, 1983). Katharine described the 
year as "exceptionally liberating from conscience and professionalism; 
(Taylor, 1966, p. 257). 
The intent of the Borden Fellowship was to permit a student to 
design her own individual study program without enrolling in any 
particular academic program. Katharine divided her time between the 
University of Munich and the Sorbonne in Paris. She listened to 
lectures by Bergson and Durkheim, and she began sketching for the first 
time and working with watercolors. She also visited a number of 
elementary schools, taking with educators about the goals and purposes of 
formal schooling. During the oral history interviews conducted by 
William Cutler, Katharine commented often about the importance of this 
year abroad: 
And it was for me a great nourishment of just myself, and a 
kind of expandig of my perception about a great many things and 
people, and a great sustaining and education of my aesthetic 
interests as well, which have remained right through in my 
life. I couldn't make a formal outline of what that year meant 
to me. It got inside my blood-stream, and it was something 
that I wouldn't have missed for anything in the world. (Taylor, 
1967, p. 258) 
When Katharine returned from Europe, she moved back to the Chicago 
Commons and worked part-time at the Francis W. Parker School, teaching 
English at the ninth grade level. In 1913, she accepted an invitation 
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from Laura Wylia to teach In the English Department at Vasaar. Her major 
assignment was freshman English and one advanced writing course. Laura 
Johnson Wylie had been Katharine's major professor during Katharine's 
undergraduate career at Vassar; Wylie had become chairman of the English 
Department at Vassar, and her ability to Integrate scholarly perspectives 
with current social and political concerns impressed Katharine. Wylie 
enjoyed scholarly activity for Its own aesthetic purposes, but she also 
spoke out against social injustice. Her own academic background Included 
graduation from Vassar in 1877, fourteen years as a teacher and 
settlement house worker at the Packer Institute in Brooklyn, and 
completion of her Ph.D. from Yale in 1894. Wylie was active in the 
Poughkeepsie women's suffrage movement, and she taught at the Bryn Mawr 
Summer School for Women Workers in Industry. 
Katharine considered Laura Wylie to be: 
a great teacher, a dear friend, and a profound influence upon 
my life. Through association with her, those who had been 
living a competent and compact mental life discovered that 
there is no clear and convenient horizontal line to thought. 
She was always so much freer than we were. And her freedom, we 
soon saw, had its roots deep in experience and in objective 
thought. She was a fearless skeptic, yet she was not negative 
nor cynical. She encouraged but didn't permit students to lean 
on her wisdom and sympathy. (Taylor, 1932) 
Wylie encouraged Katharine to apply for doctoral work so that she 
could remain in college teaching. Katharine, however, decided that her 
temperament was not that of a scholar, and "that I could not bear three 
or four years of just library work and books; I probably was not the 
intellectual kind anyway" (Taylor, 1966, p. 4). 
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A Teacher Returns to the Parker Sch™i . 1916-1921 
Although Katharine enjoyed teaching at Vasaar, her decision not to 
pursue college teaching was one reason she accepted a position teaching 
ninth-grade English and history at the Francis W. Parker School. 
Katharine attributed her return to the Parker school to both a desire to 
return to Chicago to be near her family and the opportunity to work with 
Flora J. Cooke. Although Katharine expressed Interest In the work of the 
Chicago Commons, she had definitely decided that teaching was her chosen 
career; she did not move back to the Commons, but rented an apartment 
near the Parker School on the North Side. She explained in the oral 
history interview: 
My family put no pressure on me at that time to continue in 
social work. I realized that living at the settlement for me 
was not as easy as it was for my older sister. ... I needed 
more privacy. It was difficult to face large groups at the 
dinner table every evening and fatigue entered into it. I had 
less vitality to cope with it all. And yet, I believed in it 
so thoroughly, and I believed in all my father was doing so 
thoroughly, that it was very hard to say no to that work. He 
never put any pressure on me to join in. When I cam back from 
teaching at Vassar and became a faculty member of the Parker 
School, I moved out of the settlement, but I saw the family 
from time to time. And this worked out perfectly, because I 
could keep up with things without feeling responsible at the 
settlement. (Taylor, 1966, p.168) 
Another important factor which influenced Katharine's decision to 
return to Chicago was the strong attraction of the Parker School 
community. She felt that community life at the Parker School would be 
less formal than she had experienced at Vassar, and that the individual 
teacher could be more involved in the total life of the school. During 
her years at Vassar, Katharine had often returned to visit the Parker 
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School, especially to spend time with Cooke and Anita Blaine. In one of 
many letters to Blaine about the familial aspect of the Packet School. 
Katharine wrote: 
1 shall be in Chicago Wednesday, and needless to say, it will 
not take me long to find my way to the School, where I shall 
ScS r r- \.Can hardly walc C° the^e To me tie 
School is always the place to come home to, and the School 
experience is the one that has been most effective I think In 
forming my 'point of view.' (Taylor, 1910) ’ 
A position at the Parker School enabled Katharine to work closely 
with Flora J. Cooke and to pursue some specific pedagogical Interests 
which had evolved from her previous teaching experiences: these Interests 
Included the interrelationships between English and history in curriculum 
design, the opportunity to work with younger students in a coeducational 
setting; and the participation in a smaller, more manageable school 
community. While teaching English composition at Vassar, Katharine 
realized that a part of her role was that of counselor, since the writing 
experience often elicited personal responses which students wanted to 
discuss and clarify with her during individual conferences. She became 
interested in human development, especially the years of early 
adolescence, and wanted to work in a setting where she might have some 
effect on young people before their college years. 
Influences of Flora J. Cooke and Anita M. Blaine 
It was during her five years teaching at the Parker School that 
Katharine began to clarify and to communicate her ideas about educational 
theory and practice. Flora J. Cooke and Anita M. Blaine provided 
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Katharine with emotional support and professional encouragement. Cooke 
became a role model of an administrator whose professional background did 
not include courses or degrees in educational administration. Moreover, 
instead of emphasizing any conflicts between teaching and administration, 
Cooke thought of teaching and administration as complementary processes; 
and she insisted that a workable understanding of human growth and 
development was the basis for both activities. Katharine often credited 
Cooke as exemplifying Parker's vision of the "artist teacher - an 
educated, child-loving teacher imbued with a knowledge of the history of 
education and that adherence to logical sequence only is the root error 
of all education" (Taylor, 1937). 
Returning to the Parker School as an adult with a professional role, 
Katharine was impressed by several aspects of Cooke's personality and 
leadership style, especially Cooke's directness, her willingness to 
elicit and to accept criticism, her persistence in hearing all sides of a 
specific concern or conflict, her sense of humor, and her ability to 
value and to respect the individual personalities of both children and 
adults. Although Cooke's teaching experiences had been at the primary 
level, she demonstrated a remarkable understanding of the integration of 
curriculum theory and child study at all the grade levels; thus, her 
advice was sought and utilized by high school departmental teachers as 
well as by teachers of the early grades. Katharine remembered: 
There was her physical presence which everybody felt wherever 
she moved around the school - quick, brisk movement; lively 
inviting expression, turning up unexpectedly in the carpentry 
shop, in the clay modeling room, in music class, in the 
kindergarten. She had a small, thin, pointed face, bright 
62 
blue-gray eyes very brisk in her movement, constantly changine 
f i!i-,expressl0n as thought occured to her or somebody said * 
something. She had a phenomenal power of absorbing everything 
abou an ndividual, whether it was a teacher or apup" 
(Taylor, 1966, pp. 114) p p 
Katharine also emphasized Cooke's manner of always being well 
organized, capable of handling the most minute detail, yet also 
displaying spontaneity and flexibility. Cooke often entered the 
classrooms or joined classes on the playground; she sometimes gave 
feedback to teachers while they were teaching. Katharine remembered 
Cooke taking over one of her own classes while Katharine joined the 
students to take notes. However, Cooke recognized Katharine's teaching 
and leadership potential, and soon Katharine was asked to visit another 
classroom to assist a new teacher or to provide a teaching demonstration 
Miss Cooke called me in. I was teaching ninth grade and some 
other English classes, and she said, 'I want you to go down and 
teach literature in the fifth grade for a while. These 
children are getting tremendous training in logic and factual 
study under Dr. Lukens, but as I see it, there is something 
missing in fantasy, imagination, delight in literature, and I 
know that he can't do it, so I'm going to tell him that you are 
coming in to do this.' And I was quite apprehensive because I 
felt that it involved a criticism of his work. I went in and 
had a very good time for about half a year with the fifth 
graders, with literature and writing. He frequently was out of 
the room completely, but later on, would be sitting in the back 
of the room listening, and at the end, thanking me for the 
experience. (Taylor, 1966, p. 118) 
Cooke was actively involved in the daily life of the school and in 
constant communication with parents and with civic leaders of Chicago. 
Cooke held many faculty meetings at the Parker School; there were 
continuous meetings of grade level teachers as well as occasional 
meetings where teachers from all grade levels discussed and sometimes 
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designed curricula* in specific content areas. Katharine remembered that 
all faculty meetings were charactierized by open discussion and consensus 
decision making. Cooke's policy was that- nil k 
v cy was tnat all members must reach a mutual 
agrement: 
We were never presented with a fait accompli from Miss Cooke. 
il r Pres^nted wlth a blueprint that we must implement 
A Ma f ^ing*a ^ W3S 311 this intimate interchage even with 
g acuity and this terrific honesty that if you have a 
criticism you must go directly to that person. There was no 
KSen°f ?iStfnCe between the Acuity and the principal of the 
school. (Taylor, 1966, p. 120) 
In 1919, Cooke appointed Katharine as chairman of the Faculty 
Committee on Curriculum Revision, the first attempt to evaluate the total 
curriculum of the Parker School. Anita M. Blaine had been very much 
interested in this attempt to study the Parker School's efforts since the 
eighteen years of its operation; in actuality, Blaine's financial 
patronage had maintained and assured the existence of the school Because 
of Blaine s commitment to the school, Katharine met weekly with Blaine to 
report the progress of the evaluation efforts. Blaine had taken an 
interest in Katharine during Katharine's student days, and now the mutual 
work on curriculum revision resulted in a close friendship which lasted 
until Blaine's death on February 12, 1952. 
Graham Taylor had worked with Blaine on several civic and 
educational projects, including Blaine's constant campaigns to reform 
child labor laws and to provide subsidized day care for working parents. 
Blaine had been a frequent visitor at the Commons, and Katharine had 
admired Blaine's disenchantment with the society expectations for the 
heiress to the McCormick fortune. Instead of participating in the 
64 
traditional benevolences of her social class, Blaine chose to associate 
herself with Jane Addams, Graham Taylor, and other progressive reformers. 
Blaine insisted that wealth was really a trust to be utilised for the 
improvement of human life, and she did not limit that trust to Chicago or 
the United States. Blaine frequently funded world-wide projects of 
educational and human rights issues, and Katharine often referred to her 
as a citizen of the world (Taylor, 1955). 
In responding to questions about the relationship between Cooke and 
Blaine, Katharine described their involvement in the Parker School as 
complementary. The two women shared certain personality characteristics; 
both were direct and straight-forward, both were interested in people and 
were good listeners, and both possessed strong convictions and opinions. 
Katharine described Blaine as being more naive, a "romantic who could be 
swayed too easily at times by requests, and not inclined to question or 
probe the motives of those doing the requesting" (Taylor, 1955) 
Cooke and Blaine had been friends since 1896, when they had spent three 
weeks in Maine collecting rocks for classroom study, introduced by mutual 
friend Bessie Bentley. Blaine support Cooke's appointment as principal 
of the Francis W. Parker School, and even served as Assistant Principal 
from 1906 to 1908. For most of the time, however, Blaine held no 
official appointment at the Parker School, but her presence became a 
tradition, and her influence on Cooke was apparent to teachers and 
parents. Katharine's description of the Blaine/Cooke relationship 
included such memories as this passage from the oral history: 
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Well, often, when she (Blaine) swent n, u , 
went around together often hanH ,-P K , the sch°o1 ~ they 
close friends. Each’could say to th*3"^ They ext^e,nelS, 
on her aind and theren r „ ' e» 
^“^d^t^off3111 C0°J - ^ele^^i^he^chooi 
1 should not offer suggestions for Miss Cooke. There was 
wenknew U^s cHudren! d“P partnerslhl». «* 
They would stop and talk to a child ^“ild 
had gone on you would see Miss Cooke telling Mrs. Blaine 
p ivately about the problems of that child and how she was 
working on it, and Mrs. Blaine listening but we could not 
overhear^those, of course. Mrs. Blaine called Miss Cooke 
Pnney. Mrs. Blaine was 'A.B.' they had a great deal of 
aughter together, and we noticed that even as children. 
(Taylor, 1966, p. 122) 
Katharine felt that she and the other teachers were inspired by 
Cooke and Blaine to interpret Francis Parker's ideas in a collective, 
supportive atmosphere where individual teaching styles were respected, 
yet teachers were always called on to support and provide rationale for 
their perspectives. During her years at the Parker School, Cooke 
encouraged Katharine to develop original units of instruction such as a 
study of immigrant life in Chicago. Katharine's ninth graders learned 
about the history and social patterns of urban immigration in Chicago 
neighborhoods, and took field trips to different neighborhoods, and 
observed first hand the work of the Immigrant Protective League, an 
organization whose purpose included shelter and information to newly- 
arrived immigrants. 
In addition to Cooke and Blaine, Katharine also credits teachers 
such as Jeanne Hall and Gundrun Thorne-Thompson as influencing her own 
teaching style with concrete models as well as personal inspiration. 
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Thorne-Thompson was a well-known storyteller, specializing In Norae myths 
and legends. Hall had worked with Parker In developing construction 
activities and dramatic play as the basis for her fourth grade curriculum 
units. Hall took classes on field trips and wrote many books for the 
children in her classes. (Her archaeological text, Burled Cities, was 
later utilized by teachers at Shady Hill and other independent schools.) 
Katharine remembered that Hall devoted an entire year to the study of 
ancient Greece, and that the children became so involved that they wanted 
to wear their contumes at school. "And she understood this and allowed 
it, but nevertheless, they had to do their arithmetic when that time 
came" (Taylor, 1966, p. 137). 
After five years at the Parker School, Katharine had clearly 
established a professional identity for herself as a teacher, and her 
decision to leave the Parker School in 1921 was a difficult one. It was, 
in fact, a major transition in her life; she left her own family in 
Chicago, the extended family at the Parker School, and an established 
identity as a teacher supported by a nerwork of female mentors. 
Katharine Taylor's ambivalence about accepting the Shady Hill 
position is reflected in her responses in the oral history. She 
described in some detail her sense of depression about her father's 
"coping" with the continual urban problems of Chicago and her own need to 
live in another geographical environment for a time: 
I think that one of the personal reasons for deciding to come 
to Shady Hill was that I wanted to get geographically away from 
it (Chicago), to see what I was like, really, without this 
conflict inside all the time about the terrible problems of the 
city. Yet, I loved the quality of the teaching I was trying to 
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th°Uf^t this (move t0 Shady Hill) might enable me to 
nfy my own identity in a sense. And I knew that I could 
aiways come back to the Parker School if I failed in this as I 
rather thought I might. I think I wanted more peace. I didn't 
f L ! °f"°UrB: BUt U W3S 3 di^erent kind of activity, and 
(Taylors pp! 169-170) ^ 1 "eeded °' *1“- 
Katharine moved to Cambridge in late August 1921. Her 
correspondence to Anita Blaine during the first five months at Shady Hill 
reflects Katharine's anxiety about the new position: "I don't feel grown 
up enough to run a school - and that's that (Taylor, 1921). However, 
this same letter also reflects excitement and challenge, as Taylor refers 
to Shady Hill as "my own Parker school" and "a young Parker School" 
(Taylor, 1921). 
The next chapter profiles Katharine's work at Shady Hill from 1921- 
1928, and the extent of her personal and professional investment in this 
phase in the evolution of the Shady Hill School. 
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CHAPTER IV 
"MY OWN PARKER SCHOOL" 
YEARS OF TRANSITION AND GROWTH, 1921-1928 
An Introduction to the Chapter 
Katharine Taylor's first year at the Shady Hill School was 
complicated by her frequent trips to Chicago in order to complete her 
committee work at the Parker School. The arrangement included Taylor's 
spending six weeks in Cambridge, then two weeks in Chicago completing the 
curriculum evaluation study which she chaired. Anita Blaine provided the 
funds for Taylor's travel, and this arrangement continued for Taylor's 
twenty-seven year tenure at Shady Hill, during which she served the 
Parker School in various capacities, including that of member of the 
Board of Trustees. 
Taylor described the frustrations of this hectic schedule during her 
interviews with William Cutler (1966), especially her physical exhaustion 
from the travel and the emotional stress resulting from the interruptions 
of her work at Shady Hill. However, the year at Shady Hill began on a 
positive note. Taylor assured the parents and teachers that she would 
make no changes during her first year; she communicated her respect and 
support for the current faculty efforts and her need to learn more about 
the programs and policies already established. Taylor met with the 
faculty for three days prior to the opening of school. The 1921-1922 
Shady Hill Bulletin lists thirteen teachers, one full-time secretary, one 
custodian, and seventy students from subprimary through ninth grade. 
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School opened on September 28, 1921, and Taylor directed the morning 
assembly. The next day, she received a congratulatory note from Agnes 
Hocking thanking her for the manner In which the assembly was conducted 
and expressing her gratitude for Taylor's decision to come to Shady Hill. 
The following excerpt from the note Illustrates both Mrs. Hocklng's 
appreciation and writing style: 
... it was a lovely incident this morning, you were so 
straight, so swift, so discerning. I feel as if God had looked 
out for us and had made life give us our spiritual leader. We 
have been hunting and needing that for years, to make us 
whole, and now we've got it. Thank you for having done the 
things that made you Katharine Taylor. (Hocking, 1921) 
In the autumn of 1922, Taylor settled down to the task of providing 
some necessary structure and direction for Shady Hill. Her educational 
theories were basically compatible with the Hocking's desire for an 
academic program with subject matter drawn from the classical liberal 
arts tradition, attention to child development and incorporation of the 
citizenship motif as an important focal point for the whole school 
community. Taylor immediately recognized, however, the need for a more 
formal structure and more systematic communication strategies in order to 
develop a connected sequence of learning experiences across the grades. 
Agnes Hocking's leadership style was characterized by personal charisma 
and spontaneity; she attempted to inspire other teachers by her own 
example. Mrs. Hocking was not interested in articulating teaching 
objectives or in reflecting on curriculum goals. In contrast, Taylor 
utilized her years of observing and working at the Commons and the Parker 
School to focus both on long term educational goals as well as the daily 
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maintenance of the school program. Taylor realized that the basis for an 
innovative school curriculum and positive teacher morale was a clearly 
established school routine with effective communication channels. Many 
years later, Edward Yeomans wrote; 
^strength of Katharine Taylor's leadership lay in her 
a 1 ty to enlist each person in the common enterprise which 
was the school. Her own views were stated with the force of 
conviction, but she always found ways to encourage those around 
her who were less sure of their opinions, and she rewarded each 
evidence of growth in confidence by the delegation of more 
responsibility. (Yeomans, 1979, p. 85) 
Taylor's administrative efforts at Shady Hill from 1922 to 1928 were 
in three related areas: 1. internal organization changes affecting 
operating procedures and policies; 2. curriculum revision; and 3. faculty 
development and recruitment of new faculty. Taylor's attention to these 
three crucial elements shaped the direction in which the school would 
continue and operationalize the "Shady Hill Way." 
An event which reflected Taylor's success in coordinating efforts to 
reach all three of these administrative goals was the move to a new, 
permanent school facility in 1926. The move represented both the fact 
that the school had achieved a more secure financial base, and the fact 
that its young administrator had provided a sense of mission, purpose, 
identity, and direction for the school. 
However, the changes Taylor initiated at Shady Hill also brought her 
into conflict with Agnes Hocking and some of the original teachers left 
at the school who felt that their teaching methods were incompatible with 
Taylor's expectations. What were the specific changes that Taylor made 
in her first years at Shady Hill? Why was there conflict over these 
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What kind of 
changes, and what was the nature of this conflict: 
leadership style did Taylor develop in successfully Implementing change 
and dealing with resistance to change? These questions introduce the 
themes and issues of the remaining sections of this chapter. 
Organizational Changes 
One of the reasons that the Atwoods and other Shady Hill families 
decided that the school needed a professional director was that the 
institution had reached the stage where informal methods were inefficient 
and counterproductive. The original extended family model became awkward 
as the school grew in size and required more coordination and centralized 
policies. For instance, the only custodian retained by the school was 
actually the gardener of one of the Shady Hill families. He knew little 
about the daily maintenance of the one furnace or the types of repairs 
needed for the operations of the physical plant. He often expressed his 
frustrations to Taylor during her first year at the school, and she found 
herself spending an inordinate amount of time problem solving about 
physical maintenance issues. Taylor soon requested persission from the 
Board of Overseers to hire a small staff for building and ground 
maintenance, with a member of the Board being responsible for supervising 
the custodial staff. 
From her first year at Shady Hill, Taylor initiated many of the 
record-keeping procedures utilized by Cooke at the Parker School She 
required detailed record keeping procedures by all teachers and staff; 
there was a central filing system where each child's school record was 
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housed. Since descriptive letters were sent to the 
letter grades, teachers were expected to keep daily 
reports. Taylor gave workshops about observing and 
parents rather than 
and weekly progress 
recording child 
behavior and about writing narrative 
accounts of specific classroom 
incidents. 
Taylor expected each teacher to write a thorough curriculum plan for 
the school year, including basic skill and literacy development. Each 
individual plan was discussed and critiqued by the entire faculty. 
Taylor became well-known for her "blue notes" which appeared in faculty 
boxes for a number of reasons; these handwritten messages on blue note 
paper often included an invitation for a follow-up conference. 
Taylor also adopted the faculty committee structure of the Parker 
School; each teacher served on several curriculum and policy committees. 
Taylor worked hard to incorporate a structure of mutual decision making 
and consensus approach rather than the practice of voting on each issue. 
She encouraged the public airing of controversial issues and concerns, 
and was not hesitant to deal with conflict and disagreement among faculty 
members or between teachers and parents. 
The Shady Hill Board of Overseers were impressed with Taylor's grasp 
of financial matters, and she commanded the respect of the influential 
Thorp, Atkins, and Hornblower families (H. Fogg, personal interview with 
author, August 2, 1981). When Taylor came to Shady Hill on a full time 
basis, she took issue with the extremely low salaries paid to the few 
professional teachers. The practice of permitting parents to contribute 
their services to the school in exchange for a tuition reduction limited 
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Che income of the school. As a result of this limited income, the Board 
of Overseers could only pay minimal salaries to the professional 
teachers. This parent-cooperative arrangement also resulted in a 
significant change in the teaching staff each year. Taylor argued that a 
mote secure financial base was needed so that long-term planning could 
incorporate anticipated faculty additions and retentions. She wanted a 
raise in tuition so that the additional revenue would cover the 
operating costs of the school as well as to offer salaries that were 
competitive with other independent schools in the Boston area. 
Scholarships would be available for those parents who could not afford 
the tuition increase. The Hockings were not in favor of Taylor's ideas 
for increased revenue; they wanted the school to remain accessible to 
more parents from the Cambridge academic community and did not want Shady 
Hill to become one of the "elite" private institutions. Agnes Hocking 
especially did not want to lose the "extended family" aspect of the 
school where parents could participate in mutual learning experiences 
\ 
with their children. 
However, the Board of Overseers supported Taylor and voted to raise 
tuition. At the same meeting, the Board supported another one of 
Taylor's recommendations; they voted to change the organizational status 
of Shady Hill from cooperative to corporation. This conversion to a non¬ 
profit, independent school corporation again disturbed the Hockings who 
felt that such a structure would limit parents from direct access to the 
Board and to the Director. Parents in favor of this structural change 
pointed out that the growth of the school called for a more efficient 
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participate directly by their 
management model; also, parents could 
membership on the Board of Overseers (a majority had to be parents) and 
through the Parents' Association, whose membership included all parents 
with children at Shady Hill. The Parents' Council was a subcommittee of 
the Parents' Association, and the membership of this Council included a 
representative from each grade level. 
In summary, Taylor attempted to move Shady Hill from the informal 
"extended family" model which characterized the first years of the school 
to a more "professional" organizational structure. Taylor's expectations 
for the faculty included a commitment to and affiliation with the goals 
and life of the schools. She often commented that her administrative 
roots were in teaching; by this she meant that both teaching and 
administration involved empowering others to develop personal and 
professional competencies. Like Flora J. Cooke, Taylor wanted to 
facilitate faculty development, and she encouraged teachers to discuss 
new ideas and to experiment with revised instructional planning. 
Curriculum Revision at Shady Hill 
When Taylor arrived at Shady Hill, there were several established 
features of the academic program which conformed to her experiences at 
the Parker School; these features included: 1. the attempt to develop an 
interdisciplinary curriculum with a central role of literature, history, 
art, music, and drama; 2. the belief that children should be active 
participants in their learning, developing a process for learning which 
required imagination and autonomy; 3. the attempt to define a new 
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relationship between teachers and students characteriated by adult 
respect and understanding for developmental levels and for the interests 
and activities of childhood; 4. the vision of the school as a model 
community where individuals both develop their own talents and contribute 
to the whole enterprise; 5. a commitment to the mutual development of 
intellect and character; and 6, the daily assembly as a communication 
vehicle for teachers and students. 
While Taylor wanted to retain the intent of the Shady Hill 
curriculum, she decided that the major instructional problem was the lack 
of "organic consecutiveness" in the attempts to integrate several content 
areas around a central theme or topic. Each teacher selected her own 
subject matter for her particular grade level, especially regarding 
literature and history. For instance, the fifth grade teacher had 
majored in American history at Radcliffe; the unit she developed for her 
class was entitled "Great Moments in American History" because of the 
teacher's knowledge and familiarity with the material. There were no 
formal or specific opportunities for this teacher to share the content or 
purpose of her unit with other teachers at the school. Agnes Hocking did 
attempt to design a poetry curriculum to integrate literature and 
history, but these attempts were often spontaneous and not communicated 
in any systematic way to all of the teachers. 
Taylor also discovered the related problem of too much 
departmentalization in the instructional organization at Shady Hill. The 
grade head was the teacher in charge of each grade level, and there was 
only one class at each level when Taylor arrived. However, if the grade 
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head felt ™comf ortable teaching mathematics, the math specialist would 
C°me ln £°r a SPCCi£1C ““ ™ to teach the class. Tayioc disagteed 
with the tight schedules and isolation of subject matter which 
characterized such an arrangement; she argued in favor of 
elementary school children to remain in one classroom with 
allowing 
one specific 
adult for most of the school day. Music and art classes remained the 
only exception, and even with these subjects, she expected teachers to 
work together so that the classroom teacher could incorporate these 
experiences into the grade level course of study. Taylor defined the 
major task confronting the elementary or "lower school" teacher as the 
selection and prioritizing of subject matter so that the course of study 
included both a design and a meaning which children could understand. 
Taylor criticized the "old kaleidoscopic curriculum pattern" where 
subject matter is taught in neat, compartmentalized segments, often with 
too much information presented in terms of facts and memory exercises. 
Such an organization does not permit children to develop a process of 
inquiry that Taylor described as ". . . steady, sensitive, exploratory 
thinking" (Taylor, 1930, p. 9). 
The role of the specialist in such an academic design would be as a 
consultant, providing resources to the classroom teacher. Both 
specialist and classroom teacher would work together to unify the child's 
school experiences. In the article previously referenced, "More 
Questions Than Answers, Lower School Problems," (Taylor, 1930). Taylor 
emphasizes the importance of a group of elementary school children 
spending the greater portion of their school day with one teacher who 
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knows each youngster's individual strengths and 
course sequences in a coherent, unified manner. 
needs and who can plan 
For Taylor, the ideal 
elementary teacher would work to achieve the balance between a 
motivating. Integrated presentation of subject matter and attention to 
the developmental stages of the children with whom she worked. Skill 
development should not be neglected, but always accompanied by 
application and a clear statement of purpose. Taylor wrote: 
can not help but think that the younger elementary school 
children should be as free as possible from the need of 
breaking off a piece of work well under way because the 'bell 
has rung' and a 'special teacher' is coming in for twenty 
minutes. The happier way of teaching the younger grades would 
be to leave large blocks of time unbroken, in the hands of a 
wise grade head, to use as she chooses. (Taylor, 1930, p.8) 
Taylor s position about the role of specialists in the elementary 
grades differed from Flora J. Cooke, who felt that young children should 
have the most knowledgeable teacher in every content area. While Taylor 
was teaching at the Parker School, she disagreed with Cooke's decision to 
begin instruction in French in the second grade. Taylor's position was 
that children should be secure with reading and writing in their native 
language before beginning instruction in a second language. Her only 
exception to this position was if a child had the opportunity to live in 
another country and actually use the second language outside the school 
setting. At Shady Hill, French instruction was begun in the first grade; 
Taylor soon changed this policy, placing beginning French instruction in 
the seventh grade where it remained during the years of her administra¬ 
tion. Some of the parents, especially the Hockings, were unhappy with 
this decision, but the Board of Overseers supported Taylor's decision. 
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The mechanism that Taylor established to address the need for a more 
coherent, sequential curriculum which would still be interdisciplinary in 
nature was the concept of the Central Subject. Taylor brought the 
Central Subject idea to Shady Hill from the Parker School where Cooke had 
developed the concept as a key feature of the academic program. Taylor 
defined the Central Subject as: 
thronah tV* Study.of one «ignifleant epoch rather than racing 
through the centuries chronologically without knowing what it 
was all about; drawing in not only the facts of history of that 
epoch or culture but the movements, the changes, the quality of 
living, and the expression in art, music, and literature. 
(Taylor, 1966, p. 182) 
At the Parker Shcool, the Central Subject took the form of themes 
which provided the organizing principles for each grade level; these 
thematic units provided the material for a full year's study. Examples 
of these Central Subjects included: "The Immediate Environment" - Grade 
1, "The Story of the Growth of Chicago" - Grade 3, "The Study of Greek 
Life — Grade 4, Colonial History" — Grade 5. All of these themes were 
designed to provide a balance between experiences for the whole class as 
well as the opportunity for individual children to pursue specialized 
interests. The teachers attempted to incorporate all subject areas into 
the Central Subject, and to organize the subject matter so that the 
source materials would not be diluted or "watered down" versions of 
original sources. Teachers at the Parker School utilized contemporary 
themes such as Taylor's unit on "Immigrant Life" as well as themes which 
explored the cultural heritage of other historical periods. The 
rationale for studying the Greeks or Romans in elementary school was the 
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belief that children 
different historical 
could benefit from the study of human experience of 
eras without having attained a complete cognitive 
understanding of time or distance. Teachers could utilize the child's 
natural modes of discovery and exploration to examine past civilizations; 
the objectives for such a study would include appreciation for the way in 
which other societies conducted the affairs of daily living, dealt with 
problems in their physical and social environments, and expressed 
aesthethic and spiritual needs thorugh art, music, dance, and drama. 
The process of incorporating the idea of the Central Subject into 
the Shady Hill curriculum was not difficult in theory since Agnes Hocking 
had already developed the first stages of a curriculum design with a 
single theme or unit of study for each grade level. Both Agnes and 
Ernest Hocking had been interested in the potential of presenting the 
classics to young children, as they saw the development of children 
coinciding with the development of civilization. Agnes Hocking had often 
argued that if the intellectual and social growth of the young child was 
similar to the chronological development of civilization, then the child 
could naturally identify with many aspects of behavior within a 
particular historical period. 
In practice, however, Taylor found it more difficult to develop the 
Central Subject process with the Shady Hill teachers. One reason for 
this difficulty was the many expectations which the design and 
implementation of such a curriculum approach placed on the grade heads. 
Taylor expected teachers to select the literary works which would focus 
the Central Subject; then each teacher would design the year's course of 
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study and present the total scope and sequence In written fora, to the 
whole faculty for review. Teachers also had to decide on scheduling 
"Central Subject time" In addition to their other Instructional 
responsibilities. 
In order to respond to faculty concerns about how to incorporate the 
Central Subject into the Shady Hill program, Taylor conducted a series of 
large and small group seminars with teachers. Sometimes she met with 
individuals in order to provide feedback and suggestions for the Central 
Subject process and content selection. These "Central Subject" meetings 
continued regularly for several years, and by 1930, there was a Central 
Subject committee, including Taylor and appointed faculty members. The 
purpose of this committee was to evaluate and to review the Central 
Subject concept as well as to consider new proposals for revising themes 
at the different grade levels. 
In explaining the need for an interdisciplinary curriculum focus, 
Taylor often described the work of her friend Jeanne Hall, whose year 
long unit of life in ancient Greece was a model of the Central Subject 
design and process. Hall's work illustrated Taylor's criteria for an 
appropriate curriculum model for grades kindergarten through nine because 
the selection of one major focus provided the opportunity for in-depth 
study and content correlation. Taylor discussed Hall's teaching as the 
attempt to provide problem solving experiences for individuals and in 
small groups, to enable children's participation in cooperative learning 
experiences, and to apply learnings to other areas of the curriculum. 
When Hall's text for children. Buried Cities, was reissued in 1964, 
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Taylor wrote the introduction for the volume iw „ 
volume. Her comments illustrate 
the purposes and objectives for the Central Subject: 
months instead “'forView days'-^Uh^tfalrtent^ 
£indings-they cooe 
signifies^ period J. 
opened to them for the understanding of othe^ periods of 
^h!v hy ®nd ° 0t?er peoples li',lng now throughout the world, 
ey begin to realize what is common to all mankind what 
characterizes different peoples and different stages in their 
deveiopment, and they begin to become aware of the nature of 
social change and evolution. To develop such understanding is 
an imperative duty of education. It is a challenge to al^ 
teachers. The study of earlier societies throws light upon 
today s society. Such understandings can be begun in the early 
grades of the elementary school. (Taylor, 1964, n.p.) 
A constant theme of Taylor's discussions of the Central Subject 
concept was the contrast of the year long study to short term text book 
units which might cover more material, but which would not provide the 
opportunities for engaging children in different levels of thinking and 
reflection. Again referring to Hall's work, Taylor talked about the 
value of teachers and students taking the time to read The Odyssey with 
discussions, writing exercises, geography research, and dramatizations. 
In attempting to distinguish the Central Subject from a teaching approach 
where information is given to students in neat, compartmentalized 
condensations, Taylor wrote, 
Habits of thinking can be developed through contact with minds 
already trained to them, or they may develop from repeated 
experiences of realization within the child's own mind. Such 
flashes come only when the child's mind is really working on 
the material. They come in the process of taking possession of 
an idea, not in hearing and storing one. After months of 
steeping himself in the Greek civilization, the reading of a 
Euripides play comes as a true aesthetic satisfaction to even a 
nine year old. He can not understand all of the meaning of the 
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- -tu UllUC Lbli 
love. Few who have tried It doubt the value of such 
(Taylor, 1930, pp. 9-10) 
By 1925, Taylor had established the Central Subject 
a year. 
as a permanent, 
established feature of the curriculum. Unlike several other independent 
school of the period, the teachers of Shady Hill did not include 
contemporary themes such as a study of urban Boston or community helpers 
as suitable topics for their interdisciplinary focus. This "here and 
now" approach was never popular among Shady Hill faculty, and Taylor did 
not push to include such topics. In addition to the Central Subject 
design, each grade head at Shady Hill planned instruction in reading, 
mathematics, spelling, writing, grammar, and phonics. Text books were 
utilized as resources only, and teachers developed most of their own 
curriculum materials. Other areas of the curriculum such as music, art, 
physical education, and manual arts were taught by specialists who 
established their own curricular sequence as well as to work with the 
grade head on integrating material for the Central Subject. 
As Taylor developed the Central Subject idea with the Shady Hill 
teachers, she encouraged them to utilize the dramatic arts as a major 
feature of their instruction. By 1928, Shady Hill had achieved some 
recognition for their plays and pageants. Teachers such as Anne 
Longfellow Thorp, who developed the seventh grade unit on the medieval 
period, employed drama in several ways. Sometimes the children 
participated in spontaneous role playing or acting out scenes without 
much preparation. The purpose for these theatrical exercises was to 
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clarify concepts by taking on roles and working through problem faced by 
historical characters. Thorp wanted to make historical periods "cone 
alive" for the children, helping the. realise that past events involved 
real people confronting problems and issues which are a part of human 
life in any era. 
Thorp wrote an article for the Progressive Education Journal in 
which she outlined other dramatic activities that were more formal, such 
as writing and performing plays. She considered drama to be one way of 
helping children learn both a process of thinking and a deeper 
understanding of the subject matter. In selecting an historical period 
which contained material 
most congenial to the interests of that age, a teacher should 
guide children in the process of taking possession of an idea, 
not in hearing and storing one. So the child must be living 
vividly in the historical material, and the question of how to 
bring this about presents the first problem ... in order for 
a child to take possession of facts and draw conclusions from 
them he must have a close acquaintanceship with them, he must 
for the time being live in the period he is studying. In 
building up such a close acquaintanceship the time element is a 
very strong one. A child must stay long enough with one great 
character or one group of historical people to absorb their 
appearance, manners, habits of thought, occupations, in short 
to feel familiar with them. But this cannot be done if we are 
to cover the necessary ground. (Thorp, 1928, p. 237) 
Thorp was assisted in the design of her Central Subject by one of the 
parents, Henry Copley Greene. Greene was a medieval scholar who had 
lived in France, and he contributed many of the materials from his own 
personal collection to Shady Hill. These materials became an important 
resource for Thorp's Central Subject design. As a result of Greene's 
successful collaboration with Thorp, Katharine Taylor asked Greene to 
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materials which could be 
:rence 
help organize a center for original source 
utilized by local elementary and secondary schools. Greene was 
thusiastic about the idea, and soon developed the History Refei 
Council; the purpose for this council was to provide supplementary 
materials to teachers at Shady Hill and other schools. Teachers 
requested materials form Greene directly, and he responded with 
references as well as actual materials which were loaned for specific 
period of time. Examples of the materials complied by Greene included 
journals of New Englanders who traveled by covered wagon, letters from 
children who were working twelve hours per day in New England textile 
mills, charters of medieval guilds, and music and staging directions for 
mystery plays. The History Reference Council not only assisted Shady 
Hill teachers in curriculum design and implementation, but also provided 
a community resource for the next twenty years. Greene and Taylor also 
published The Shady Hill Play Book in 1928, and this volume of plays 
written by Shady Hill teachers illustrated the range of dramatic 
experiences at the Shady Hill School. 
Faculty Development 
With the establishment of the Central Subject as the major 
curriculum focus at Shady Hill, Taylor now set out to build a faculty of 
individuals who were comfortable with the direction of the school. 
Because Katharine Taylor believed that the personalities, institutional 
commitments, and teaching competencies of individual teachers provided 
the crucial features of any school program, she concentrated her faculty 
development efforts in two main areas: 1. the selection and recruitment 
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Of new teachers for Shady Hill, aud 2. tha establishnent o£ . ^ 
committee structure in order to delegate responsibilities and to create 
pportumties for teachers to work together on a variety of curriculum 
and policy issues. 
Taylor had spent five years working with an elaborate committee 
structure at the Parker School, and she initiated much the same structure 
at Shady Hill. Taylor viewed the committee process as an efficient way 
of dealing with the basic issues of school management and of inviting 
faculty participation and invovement. Some of the committees were 
permanently established features of the institution, while others were 
more temporary and informal in nature. 
Although Taylor would take the responsibility for decision making, 
she wanted teachers to feel that their positions were understood and that 
she respected their views and requests. Individuals such as Helen Fogg 
and Edith Caudill commented that Taylor wanted the teachers to experience 
themselves as competent professionals, and that the faculty meetings were 
characterized by Taylor's attention to social and task needs. They 
explained that Taylor was clear about her expectations and that she 
communicated directly about deadlines, timetables, and appropriate 
teacher behavior. However, Taylor was also a superb listener; she was 
attentive to individual needs, but insisted that any problems or 
conflicts should be discussed first between the affected persons. She 
would only intervene if asked or if the conflict could not be resolved. 
A review of the few available notes of faculty meetings during the 
first six years of Taylor's administration reveals that she introduced a 
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wide range of topi 
ulty: administrative 
cs for consideration by the fac 
issues such as record Keeping procedures; classroom issues such as 
behavior management; and more rheorerical issues such as how to evaluate 
what the faculty was trying to accomplish in some subject matter area or 
in the school in general. 
As an example of a more theoretical issue discussed in faculty 
meetings, the following excerpts from one of Taylor's memoranda 
illustrate how she went about leading the faculty into addressing issues. 
Included in the quotation are Taylor's instruction to the teachers about 
preparing for the discussion and four of ten questions which follow these 
instructions: 
To the Teachers 
Please think over carefully before next Monday's teachers' 
meeting the bearings of this whole subjectg. Please make 
written notes in answer to the questions, which will focus our 
discussion. 
In what ways are you trying to establish ethical judgment, 
standards and strengths in the children .... 
1. Through providing practical experiences and situations which 
develop these qualities: If so, what are they? 
2. Through seizing upon passing moments in their daily living, 
to train their own power to interpret immediate experience? 
Give examples .... 
7. Are we letting them act with enough, or too much, 
independence and initiative to develop the right kind of 
self-discipline 
8. Wherein is the school succeeding, failing, to develop this 
self-discipline in the children? (Taylor, 1927) 
Agnes Hocking did not agree with Taylor's emphasis on faculty 
discussion groups and committee work. Mrs. Hocking was especially 
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critical of Taylor's Interest In psychological interpretations of child 
behavior. She did not approve of Taylor's attempts to encourage teachers 
to see the connections between child study and classroom instructional 
methods; Mrs. Hocking did not approve of teachers spending time in groups 
relating either the personality development of an individual, or an 
individual's learning style to the formal teaching process. 
The following incident, retailed by Katharine Taylor provides one 
illustration of the "discomfort" which existed between Taylor and Agnes 
Hocking during the remaining three years of Mrs. Hocking's involvement 
with Shady Hill: 
I remember a few occasions when in, for instance, a small group 
of the faculty meeting on the individual children in certain 
grades, which we did occasionally through the years, sharing 
our learning about this child or that child, and they were just 
the problematical ones but the progression of them all 
individually . . . and I can remember Agnes Hocking ... I 
must have used some phrase based on psychiatry, although I 
seldom did, and it was usually a very simple phrase, 
understandable by lay people. But I can remember Agnes Hocking 
coming to me afterwards and saying quite sharply, "You 
shouldn't have said that about that child." Her faith and 
belief in the child wanted no diagnosis. We just go on dealing 
with him as a human being as best you can. And on the other 
hand, most of the teachers welcomed and took over some reading 
I suggested for them, to help them to understand the relation 
between emotional problems in children and their learning 
problems. (Taylor, 1967, p. 201) 
When Taylor described her first years at Shady Hill for the 
interviews, she commented about how much she enjoyed the work with the 
faculty, and the receptiveness of most of the teachers to the committee 
process (Taylor, 1967, p. 177). Among the teachers who were already at 
Shady Hill when Katharine Taylor arrive, Taylor especially appreciated 
the support of Ruth Edgett and Lillian Putnam, and considered both women 
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recruit for 
to be role models for the types of individuals she wanted to 
a faculty core at Shady Hill. Two teachers who Joined the Shady Hill 
faculty during this first period of Taylor's directorship, and who 
exemplified her criteria, were Anne Longfellow Thorp and Carmelita Chase 
Hinton. A brief comment about each of these individuals will illustrate 
something about the personal background and interests of the types of 
teacher associated with the Shady Hill School. 
Anne Longfellow Thorp came to Shady Hill in early January 1921, and 
remained until her retirement in 1950. Her first teaching assignment was 
the five-year-old class, but she soon requested work with the seventh 
grade. Thorp developed the seventh grade Central Subject which was 
discussed earlier in the chapter, and her direction of the Christmas play 
became a Shady Hill ritual until her retirement. 
Thorp s grandfather, the poet Henry Wadsworth Longfellow, and her 
family encouraged her interests in the life of the mind and they 
supported her interests in teaching; all forms of intellectual 
exploration were open to Thorp and supported by her family. Thorp had 
been one of Taylor's students at Vassar, and Taylor had enlisted the aid 
of Anita Blaine to convince Thorp to consider a teaching career at Shady 
Hill. 
Carmelita Hinton is best known as the founder of the innovative 
Putney School in Putney, Vermont. However, before she opened the Putney 
School, Hinton spent ten years teaching second grade at Shady Hill and 
developing the "Pastoral Life" Central Subject. When Carmelita Hinton 
joined the Shady Hill faculty in 1925, she was a widow with ghree young 
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children. Her forgive years had been spear in Omaha, Nebraska. 
father was a newspaper editor who believed in equal education 
and career opportunities for women; he encouraged her to attend Bryn Mawr 
College, and Hinton graduated in 1912. 
Hinron then worked in Chicago with both Jane Addams and Graham 
Taylor, and she considered following a career in social work. However, 
marriage and the birth of her three children motivated an interest in 
education. After her husband's death in 1923. she taught for two years 
at North Shore Country Day School, a progressive school in Winnetka. 
Illinois; she was at this school when Katharine Taylor invited her to 
come to Shady Hill. 
Several characteristics are common to the backgrounds and personal 
values of Anne Thorp and Carmelita Hinton; and these characteristics tend 
to be typical of the teachers Katharine Taylor recruited. First, they 
had no formal training in pedagogy and were educated in the humanities or 
liberal arts, often at Ivy League related institutions. Second, they had 
some degree of economic independence. Third, they were imaginative 
individuals whose families encouraged them to move beyond the traditional 
roles prescribed for women. Fourth, they all valued the life of the mind 
as a meaningful element of personal existence. 
Thus, in the early years of her directorship, Taylor recruited 
several teachers similar in background and values to Thorp and Hinton. 
Several people associated with Shady Hill commented on Taylor^s "genius" 
in recruiting teachers such as these (E. Caudill, personal interview, 
July 7, 1983). 
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The Move to Cooling Hm 
By the autumn of 1925, Katharine Tayfor recorded to the Board o, 
Overseers that they consider expanding the physical facilities of the 
school. She pointed to the increasing enrollment and the need for the 
types of classrooms and outdoor work and play spaces which would better 
support and maintain the educational objectives of Shady Hill. The Board 
agreed with Taylor that it was time to look for a piece of property which 
would allow for future growth and co-unicate the stability and optimism 
the future. By the winter of 1926, a sub-committee had selected a 
seven-acre tract between Coolidge Hill and the Cambridge Cemetery. The 
property was owned by Josiah Coolidge, a decendent of John and Mary 
Coolidge who settled the tract in 1640. Josiah Coolidge operated a 
small chicken and fruit farm on the site. A brook divided the property, 
with dry land on one side for new buildings and swampy land on the other 
side for playfield development. The Shady Hill parents raised the 
necessary money ($44,043) in a few months and planning began immediately 
for the new buildings. 
Taylor wrote an article for Progressive Education (Taylor, 1927) in 
which she outlined the process involved in designing the new classrooms 
and other aspects of the new facilities. She described the combined 
efforts of parents and teachers who worked together for two years in 
order to both clarify and articulate the educational principles which 
should guide the planning of the new learning environment as well as to 
operationalize the principles within the limitations of a tight budget. 
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The Board of Overseers and the teachers aerPPH 
rs agreed upon three criteria for 
construction of the buildings: i. CUssrooms with enough floor space to 
allow for small-group activities and individual projects, 2. avoidance of 
institutionalized appearances such as large study rooms or large 
communal lavoratories, 3. the installation of central heating in each 
building, with enough glass and windows to allow for sunshine and fresh 
air when possible. 
The Board of Overseers then turned over to Taylor and the faculty 
the task of taking the three main ideas and developing more specific 
recomendations. Taylor explained that she first began by asking teachers 
about their educational values and goals. She wanted to know about the 
types of teaching and learning environments which would help achieve 
these goals. She encouraged teachers to begin with educational ideas and 
to imagine the "ideal" instructional settings. Two central 
recommendations resulted from the many discussions during the winter of 
1925; the first suggestion was to utilize the "village idea" for the 
general concept of the physical environment of the school. The teachers 
and Taylor envisioned a group of small, one-story buildings constructed 
of clapboard. There would be five homeroom buildings with two 
classrooms; each classroom would have its own adjoining study, lockers, 
and lavoratories. Other buildings would include a studio, a woodworking 
shop, a science laboratory, and the main administrative building with 
offices, library, assembly hall, and lunch kitchen. The main rationale 
for this village concept was the attempt to create an atmosphere that was 
less mechanized or formal than one large building might require. Also, 
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children of approximately the same age would be boused in one space so 
that their developmental needs could be addressed. Taylor wrote that the 
teachers wanted to create 
avoiding fhe^c^sU^fV=° ^ tta. 
L°turUyWlt?heqUal Iair—’ '° 
hLdneund:fir:biethe 
is - p-.TiJ.r 
laboratory, sh^p, and | p. 
Because Taylor wanted the physical plant to reflect and to reinforce 
the educational objectives and values of Shady Hill, she wanted the 
faculty planning group to work closely with architect David Barnes. 
Barnes, who was also a Shady Hill parent, visited classes and assemblies, 
and scheduled interviews with parents and teachers. He attempted to 
translate the recommendations into blueprints which he then submitted to 
a parents committee on buildings. These parents met with the Board of 
Overseers; advice was offered by parents whose professional knowledge 
included the areas engineering, sanitation, and ventilation. A physics 
professor from the Massachusetts Institute of Technology helped advise 
about the acoustic properties of the proposed assembly hall. An example 
of the care of working out each detail is the contribution of a landscape 
architect who worked with Barnes in tackling the problem of each 
classroom building having maximum exposure to sunlight and a minimum of 
sound transmission. The problem was worked out: 
by computing the correct exposure of buildings and the actual 
distance needed between buildings of such and such a height and 
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roof pitch, to secure sunlight in pH ^ c 
hours as possible even during the 1} f°r 38 nany 8cho°l 
(Taylor, 1927, p. 94) shortest day of winter. 
WhUe Katharine Taylor, the faculty, parents, and Bavid Barnes were 
working on the designs for physical space requirements, another group of 
parents were coordinating a fund-raising campaign by letters, small-group 
meetings, and personal contacts. By the spring of ,926. enough money had 
been raised to begin work on the buildings without incurring a huge debt; 
the construction cost was listed as $93,026 (Yeomans, 1979, p. 34). 
Work on the new facilities continued during the summer of 1926 with 
parent volunteers available for daily conferences with the architect, 
contractors, and carpenters. When school opened in the autumn of 1926, 
work was still in progress. Taylor referred to this as "a healthy sense 
of incompletion which gives opportunity for work on the part of 
teachers, children, and parents for some time to come" (Taylor, 1927. p. 
94). 
Dedication exercises were held in early October 1926; Taylor placed 
a tin box under the hearth of the assembly hall. The box contained poems 
and other work contributed by the students and a lock of hair from Monty, 
Carmelita Hinton's pony who came to school each day. It was hoped that 
the box would be opened in one hundred years. Agnes and Ernest Hocking 
attended the exercises, and Mrs. Hocking spoke about the founding of the 
school, sharing several humorous anecdotes about the first year at 16 
Quincy Street. This occasion was Agnes Hocking's last visit to Shady 
Hill; by 1926 she had disengaged herself from the school with the 
exception of informal social contacts with a few of the teachers. Ernest 
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Hocking was no longer a member o£ the Board; he „ould ^ ^ ^ 
one more time in 1947 for the announcement of Taylor's retirement and the 
launching of the Katharine Tavlor VnnH 
laylor Fund, a major fund-raising campaign. 
In a brochure prepared to circulate as a part of that 1926-26 
funding campaign, Katharine Taylor discussed the need for better faculty 
salaries and personnel benefits in order to attract the best qualified 
teachers. The following statement from that brochure illustrated her own 
goals for teachers at Shady Hill as well as her own identification with 
teaching as a style or way of being in the world: 
tnd6nCherS ^ aSkS m°re than accomPlishment of both teacher 
nut- fh?1 \ u* tD b°th’ the scho°l means not simply a job to 
LnrnhrhU?h^bUt t ^ UVe* Xt iS 3 life that must be 
pp oached through both science and art. It demands from the 
teacher all the tentative spirit, the thorough research of 
science, a 1 the artist s capacity to see and to convey beauty 
unerringly. And these two elements need for their fusion the 
heat of a third - a central faith, a conviction about what is 
significant in human life. Teaching done in this spirit aims 
to release for right growth the child's whole self, not simply 
his skill in this or that subject. It steps outside the 
compass of any method or device or system. It is a true 
meeting of minds through their common interest in realities 
greater than self. (Yeomans, 1979, p. 35) 
A Review of the First Six Years 
By 1928, Katharine Taylor was firmly established in her role as 
director of the Shady Hill School. The financial campaign which had 
resulted in the new school facilities had also provided monetary 
resources for teacher salaries. Taylor had demonstrated her leadership 
in all aspects of the transition to Coolidge Hill. As a result of the 
many planning sessions about the way in which the new classroom design 
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would reflect educational principles, the Shady Hill teachers had a 
clearer sense of the Identity and mlsslou o, the school. The ••primitive 
tribe" image was replaced by a reputation of a school that was 
experimental in many ways, but characterized by a strong academic 
curriculum and a faculty of fine teachers. 
Taylor valued the contributions of the core of dedicated 
faculty members who shared her own commitment to teaching as a way of 
life; in fact, Taylor continued teaching ninth grades literature classes 
m addition t0 her administrative responsibilities. May Sarton described 
the Shady Hill teachers as a "congregation of extraordinary teachers," 
(Sarton, 1955, p. 115) and her description illustrates not only the 
competencies of the teachers but their affiliation with the school community. 
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CHAPTER V 
THE SHADY HILL SCHOOL, 1928-1949: 
YEARS OF AUTONOMY AND RECOGNITION 
Introduction 
With the move to the new facilities on Coolidge Hill and the 
development of a core of dedicated faculty, the Shady Hill School 
achieved a sense of permanence and direction for the future. During the 
next twenty-one years of Katharine Taylor's leadership, the school grew 
to a student population of over four hundred, and the Cambridge academic 
community recognized Shady Hill as an innovative yet academically 
rigorous independent school. The "Shady Hill Way" became a phrase used 
not only by members of the Shady Hill community, but also by outsiders in 
referring to the distinctive character of the school. Individuals such 
as Karl T. Compton, president of the Massachusetts Institute of 
Technology during the 1930s, praised the Shady Hill faculty for 
emphasizing a problem-solving approach to "intellectual training" 
(Compton, 1936, p. 4). 
The Katharine Taylor Collection at Schlesinger Library includes 
several files of appreciative letters from parents during this second 
period of Taylor's leadership. The following excerpt from one letter 
illustrates the tone and content of many of the letters: 
I cannot let our daughter depart from Shady Hill without a word 
to you. I don't suppose there are many people who have more 
prejudices against progressive schools than I have. I have 
never found out whether Shady Hill is a progressive school or 
not; I only know that it has proved an uncommonly good school, 
meeting the very diverse needs of my three children with skill 
and patience. I don't know if you consider yourself a 
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progressive teacher, but I can testify to the sympathy 
patience, and rare good sense with which you have faced the 
countless problems Involved In your great undertaking. So 
please let me forget all adjectives, and express my fbldlng 
sense of gratitude and esteem. (Coolidge, 1929, n.p.) 
During the 1930s, Katharine Taylor began to use the term "mutual 
understandings" to describe the shared values and attitudes of the 
faculty at Shady Hill. Taylor's ability to select teachers who would fit 
into the Shady Hill community provided a crucial factor for the success 
and growth of the school. Several teachers who had worked with Taylor 
described the length of the interview process and Taylor's interest in 
their spending time at the school, both in classrooms and talking with 
small groups of faculty (E. Caudill, personal interview, July 7, 1983). 
In later years, Taylor wrote about the quality and cohesiveness of the 
Shady Hill faculty: If a faculty sees the whole business of education in 
the same way and feels the same way about children, method can vary with 
the teacher, and the teacher can be himself" (Taylor, 1967, p. 497). 
Taylor often commented that her own administrative roots were in 
teaching: "I was always really a teacher rather than an administrator" 
(Taylor, 1967, p. 498). She viewed many aspects of her management role 
as being extensions of the teaching process. 
During the 1930s and 1940s, as she continued to guide the school in 
both educational and administrative matters, Taylor devoted her own 
creative energies to developing a teacher education program at Shady 
Hill. Despite all the effort she put into creating and establishing this 
new program, Taylor continued to direct curriculum development at Shady 
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Hill; she increased enrollments; and she provided the leadership for two 
successful financial campaigns: one Initiated In 1936, the other In 1997. 
The new program Taylor created, the Apprentice Training Course, 
represents Taylor's attempt to Integrate her theories about preparing 
individuals for a teaching career with her general educational 
principles. The Apprentice Training Course at the Shady Hill School 
illustrated Taylor's attempt to unite her theories about teacher 
education and to implement these ideas in practice. 
The remaining sections of this chapter describe the Apprentice 
Training Coruse: Taylor's rationale for creating the Apprentice Training 
Course, the founding of the program, the organization of the Apprentice 
Training Course and the importance of the seminar in the training 
program. Then, the last section of the chapter will describe the impact 
of the Apprentice Training Course on Shady Hill, the apprentices, and 
Katharine Taylor herself. 
A Teacher Education Program at Shady Hill - The Rationale 
As the student population of Shady Hill grew, the need for more 
teachers was evident. Taylor soon realized the difficulty of finding the 
types of individuals who could and would teach at Shady Hill while being 
comfortable with the "Shady Hill Way." She wanted teachers who were 
knowledgeable in content areas but who also understood the need to apply 
psychological principles to their educational objectives. 
Taylor often commented that the most important knowledge for an 
elementary teacher to obtain was an understanding of how children develop 
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and learn. She also stressed how Important It Is for secondary teachers 
to understand the psychology of adolescence and to balance this knowledge 
with subject matter expertise. Taylor emphasised that there are three 
elements of growth present in any real learning experience - 
Intellectual, social, and emotional - and she wanted teachers to be able 
to integrate these three elements. 
Taylor's experiences In recruiting teachers for Shady Hill resulted 
In her expressing concerns about the inadequate preparation of both the 
individual with a liberal arts degree and the graduate of a normal school 
teaching training program. While liberal arts graduates might have an 
excellent grasp of the subject matter, they lacked exposure to 
pedagogical methodology; moreover, they were not familiar with the daily 
routines of a school and the demands on people who work in a school 
environment. Also, a person with a liberal arts education might been 
exposed only to a model of the teacher as a "server of knowledge." 
On the other hand, Taylor stressed the importance of a good college 
education, "The education of young children demands and deserves all the 
background and all the intellectual discipline the teachers can secure" 
(Taylor, 1967, p. 5). Moreover, she was clear about the limits of 
conventional teacher training programs. The graduate of a teacher 
training program might have had a series of courses in instructional 
methods and materials, but Taylor felt that such a person might have had 
few opportunities to "realize the purposes of education, the nature of 
the intellectual life, or the potentialities of children" (Taylor, 1967, 
p. 5). 
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Taylor was concerned that some norma! school currlcnla emphasised < 
program of technlqnes, "a hard, thin shell of method surronndlng very 
meager content; It lacked vitality, direction and growing power. It is 
not good for children to be edncated nnder the inflnence of that kind of 
personality" (Taylor, 1938, p. 1). Taylor remembered her schooling prior 
to attending the Parker School, and how teachers often consulted the 
teachers guide to decide what to do next. 
For Katharine Taylor, the ideal teacher would be the individual with 
a strong liberal arts background who was also able to learn about 
children's growth, development, and learning styles through supervised 
experiences in the classroom. If knowledge of subject matter could be 
combined with learning about child psychology and pedagogy in thoroughly 
supervised experiences in the classroom, then teaching methods would not 
be "thin shells surrounding meagre content" (Taylor, 1938, p.2) Instead, 
the experience of learning about child psychology and pedagogy in a 
supervised classroom situation would make teaching methods become one's 
own; apprentice teachers would incorporate methods naturally and 
integrate them into the total teaching experience in meaningful ways. 
Thus, the acquisition of teaching competence would be related to an 
ongoing interest in learning and personal growth. In Taylor's vision of 
the ideal teacher, interest and skill in the "science of teaching" were 
essential; however, teaching involved something more. According to 
Taylor, teaching also involves personality; moreover, teaching is an 
undefined are that requires the use of intution. Taylor thought of the 
intuition in teaching as something that could be developed in some cases 
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by having several models of good teaching w b uu Leacning, but she was clear that having 
this intuitive art was necessary for good teaching: 
The synthesis that goes into the making of a good 
teacher is intuitive rather than something that can 
be arranged in a neat outline. Ideas and feelings, 
habits and attitudes, all are fused in the process. 
fro!°!SfnM m®an Picking up a package of knowledge 
from a table in front of you who is supposedly 
waiting to receive it with an open hand. It 
involves, that is, the growth of ideas in teacher and 
learner, and the sharing of ideas between them. 
(Taylor, 1967, p. 3) 
Thus, the continuing focus for Katharine Taylor's educational 
efforts was her insistence that the teacher was the most important 
element in any meaningful shcool experience. Taylor constantly tried to 
attract and develop good teachers at Shady Hill. She worked for higher 
salaries and better benefits for the Shady Hill teachers, and she 
expected the faculty to seek new challenges that would expand their own 
experiences. Taylor advised her teachers to attend workshops and 
university lecture series, to visit the public schools of Cambridge and 
Boston, to participate on a community board, or to consult with a local 
social service agency. Taylor encouraged teachers to travel and study 
during summer vacations, and she initiated a sabbatical policy for 
classroom teachers for travel or advanced study. 
On all accounts, Taylor's expectations for teachers were high, both 
in terms of the variety of tasks and time spent with the Shady Hill 
community. A survey of teacher job descriptions during the 1930s and 
1940s attest to this aspect; she took seriously her own dictum "teaching 
as a way of life" and expected her faculty to share this perspective. 
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The teacher's role at Shady Hill was a complex one _ requlrlng 
intellectual curiosity, resourcefulness, physical energy, the ability to 
take initiative, the willingness to take on a number of responsibilities 
outside the classroom, and the commitment to the Idea of school as 
community, of working with other teachers through formal committee 
structures and informal networks. 
Attending lectures, observing other schools, and participating in 
the community, however, kept teacher training and professional 
development separate from the ongoing, day to day experiences of teaching 
at Shady Hill. Taylor wanted training and development to be integrated 
into Shady Hill itself; moreover, it seemed to her that the idea of an 
internship or apprenticeship fit into the "Shady Hill Way" and Into the 
responsibilities of independent schools in general: 
Realizing how much we at Shady Hill had already learned about 
children and about teaching, it seemed natural for the Shady 
Hill School staff to move one step further and include in the 
school, for a year at a time, some young people who thus might 
be strengthened in their ability to teach. (Taylor, 1937, p. 3) 
Taylor wanted individuals with strong liberal arts backgrounds to 
come to Shady Hill and other independent schools to learn about teaching 
in the midst of actual classroom experiences, and she envisioned Shady 
Hill as a place where people learned to be teachers by describing and 
interpreting their own experiences with experienced "master" teachers. 
"This need of working where practice and theory may be in close 
relationship naturally leads to the idea of apprentice training" (Taylor, 
1938, p. 4). 
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An apprenticeship program, such as Taylor envisioned, would provide 
the teacher in training with daily contact with the entire school 
community and routine. Each day would be spent living i„ the 
environment, working in cooperation with the faculty, and gaining a 
deeper understanding of all aspects of the teacher's position. An 
apprenticeship would help develop all the aspects of successful teaching 
such as working with adults as well as with children, or coping with the 
routine pressures of the classroom. 
Moreover, an apprenticeship program that integrated teacher training 
with the ongoing, everyday functioning of the school would provide the 
chance to emphasize the importance of personality development in teacher 
education. "We were interested in bringing these young people along into 
maturity as persons" (Taylor, 1967, p. 386). Finally, such a program 
would be a natural activity in a school such as Shady Hill, because the 
experienced teachers would be in communication with the younger teachers, 
and their work as supervisors would be a natural extension of their 
development as Shady Hill faculty members and teaching professionals. In 
a sense, Taylor wanted to create a community of teachers that could renew 
itself through the activities of training new member of the community. 
How the Apprentice Training Program Began 
Katharine Taylor often commented that the Apprentice Training 
Program at Shady Hill began more by inspiration than by planning. By the 
autumn of 1927, she had been thinking about the need for such a program 
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management 
and realized her own interest in teacher education, but other 
duties had delayed her proposing her ideas to the Board of Overseers. 
In the spring of 1928, two young women visited the Shady Hill School 
and inquired about teaching positions; both women wanted to work at Shady 
Hill, but felt ill-prepared to take on the task of teaching children. 
Helen Fogg, a recent graduate of Smith College, had been referred to 
Taylor by the Women's Industrial and Industrial Onion in Boston, an 
organization which also operated an employment counseling service for 
women. The other inquirer was Anne Coolidge, who had graduated from 
Bryn Mawr in 1927, spent a year at the Chicago Commons, and had decided 
to consider a teaching career rather than one in social service. 
Taylor's sister, Lea Taylor, was now the director of the Chicago Commons, 
and had referred Coolidge to Taylor and Shady Hill. 
Although Taylor decided that both women had the type of 
personalities and academic background which would fit in to "the Shady 
Hill Way," she also realized that neither had the experience or 
confidence to go directly into a head teacher position. As an 
alternative, Taylor spontaneously offered each woman a non-salaried year 
at Shady Hill in order to work with experienced teachers in learning 
about curriculum design, classroom management, and child growth and 
development. Taylor also decided that both Fogg and Coolidge could 
benefit from some "experience in using their hands," and she advised each 
new apprentice to enroll in a summer course at Tufts University. 
The director of the Tufts Summer Institute was Marietta Johnson, 
well known for her work at the Fairhope School in Alabama. During the 
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previous spring, J„hnson had visited the Shady Hill School and found the 
curriculum to be "too structured." Taylor, however, respected Johnson's 
emphasis on child activity and construction projects for the elementary 
classroom, and Taylor wanted Fogg and Coolidge to have some exposure to 
educational experiences that were different from their college liberal 
arts background: 
bpfnrp U W°Uld bG g°0d lf they Could ^et experience before they came to the school just in using their hands, 
because it s part of the work of the school, and I found that 
there was a course that summer at Tufts, the major emphasis of 
which was on, first, child development, and second, practice in 
®r*®and handwork for children. Mrs. Marietta Johnson of 
the Fairhope School was the director. It was a bewildering and 
often comic experience for these two intellectually-minded 
students, but they did experience Marietta Johnson and learn 
something about handicrafts - how to use paint and wood and 
clay and how to make relief maps, etc. I think both of them 
thought it was rather unimportant for them to learn this, but 
they found out later that it had been important. (Taylor. 
1967, p. 368) 
When Fogg and Coolidge began their apprentice training in September, 
1928, they worked in several different classrooms during the nine month 
academic year. Their first responsibilities included assisting the 
teacher with record keeping and room maintenance; the next stage of their 
participation included working with individual children and small groups. 
Gradually, each woman assumed some teaching responsibility, and each 
lesson they taught was critiqued by the directing teacher. Moving on to 
brief units of instruction with the whole class, each apprentice prepared 
a curriculum unit which would last for several weeks and fit into the 
Central Subject for the year. Preparing this unit involved their doing 
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research, and the unit was reviewed by the directing teacher, Taylor, and 
other experienced teachers. 
In the afternoons, the two apprentice teachers were required to 
participate In a variety of activities: they worked In the art studio and 
the Shop, they attended faculty meetings, and they participated In a 
weekly seminar with Taylor. These Informal seminars dealt with each 
individual's experiences, about Individual children, classroom management 
and instructional problems. Taylor also assigned readings for the 
apprentices to discuss with her - selections from William James, John 
Dewey, Francis W. Parker, Jean Piaget, and Alfred N. Whitehead. 
In later years, Taylor prepared specific reading assignment lists 
for these seminars, but in this first year she selected the readings week 
by week, mainly by "trial and error." In her discussions Taylor 
attempted to connect ideas from the readings with actual experiences in 
the classroom. Helen Fogg remembered that "Katharine was groping and 
struggling both with the problem of finding the most appropriate reading 
and with the problem of connecting these readings to classroom 
experiences in a way that would inform the experiences of her apprentice 
teachers. Fogg also rememberred that the seminars were informal, that 
they met several times a month, and that Taylor emphasized readings from 
Whitehead and Dewey (H. Fogg, personal interview, August 2, 1982). 
The Apprentice Training Course as an Established Program 
With the recruiting assistance of Fogg and Coolidge, there were four 
apprentices the fall of 1929. By 1930, Taylor was invited to give 
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presentations about the Apprentice Training Course at Vaasar, Smith, 
Mount Holyoke, Raicliffe, and Wellesley. Those students who were 
interested in the program were asked to spend two days at Shady Hill; 
Taylor explained, 
We felt we could not make 
seeing them in the school 
applied for our courses, 
year to twelve or fifteen 
twenty. (Taylor, 1938, p. 
a decision on applicants without 
setting, and of these, a number 
The apprentice class grew year by 
and sometimes reached eighteen or 
From the beginning, there were criteria for selection: 
We wanted young people who had not majored in method. We 
wanted people who had majored in some liberal arts field and 
had become really educated persons in general and in their 
specific field. We wanted people who like children and who 
enjoy being with them, who have a range of intellectual 
interests, and who are reasonably mature and balanced, and who 
have a serious purpose in taking the teacher training. (Taylor, 
When interested applicants were invited to Shady Hill, Taylor 
carefully observed their reactions to the school, and she assigned each 
applicant to conferences with three experienced teachers. Through 
observation and interview Taylor hoped to gather information about each 
applicant's personality; personality was an important criteria, despite 
being hard to define, because Taylor hoped to assess whether the 
applicant would fit into the Shady Hill way: 
The adjustment in transferring from undergraduate college work 
to professional responsibilities is often hard. It is 
particularly difficult if the apprentice had not as yet 
learned how to meet her own experience. No amount of technique 
or scholarship or practice can make a good teacher out of a 
person who too deeply distrusts others or herself; who is 
afraid of experience; who takes refuge from insecurity in 
aggressiveness or destructive criticism; who exploits the 
children or the staff or her job in order to fulfill an 
emotional need of her own; who cannot be objective; or who in 
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adult life is emotionally very immature 
By 1936, the Apprentice Training Course was an established program 
component at Shady Hill School. Katherine Taylor was the director of the 
program; she was assisted by an Executive Committee for Apprentice 
Training consisting of three teachers and the three faculty members who 
were division chairmen in the school. By 1940, there was a full time 
assistant director whose responsibilities included all phases of program 
implementation as well as coordinating a placement service for 
graduates' of the Shady Hill Apprentice Training Course. The model 
described for Fogg and Coolidge became the norm for incorporation: three 
"work plans" as Taylor described them - work in the classrooms with 
increasing teaching responsibility; after school work in the shop, art 
studio, and science laboratory; and participation in weekly seminars with 
Taylor. 
The Seminar Component of the Apprentice Training Course 
The seminar was a crucial program component; in the seminar, Taylor 
had direct contact with the apprentices and developed the connections 
between the theory and practice of teaching. Taylor always attended the 
seminar; but sometimes other teachers took responsibility for leading a 
particular meeting. When the topic of a particular meeting required 
coordinating the seminar with work going on in one of the shops or 
109 
studios, for example, the faculty member who was most familiar with the 
shop or studio activities would take responsibility for that seminar. 
Taylor used the seminar to help apprentices reflect on their 
teaching experiences in the light of theory: 
Basic to the plan of apprentice training is the close 
hand^i °nS^iP WhlCh C3n bG devel°Ped between ideas on one 
hand and practice on the other hand. Such training offers 
ZHT] °PP0rtUnities for the interpretation and testing out of 
ideas in the very situations in which they are found. Many 
educational ideas are the richer and clearer for having been 
discerned in the midst of practice, and then followed through 
to their philosophic inferences. (Taylor, 1937, p. 6) 
One fundamental idea behind the seminar was Taylor's insistence 
that method is something that emerges from experience and reflection on 
experience. Teaching methods emerge from a person's development as a 
teacher; method is intrinsic to the total person of the teacher, not an 
external overlay. Methods, for Taylor, are not procedures that can be 
adopted without internalizing the values implied by the procedures. Thus 
Taylor s seminar was a forum for ideas about the development of method as 
part of the total development of the person of the teacher; and Taylor 
felt that this point was crucial: 
The idea of teaching the apprentice about teaching method 
must largely give way to the idea of teaching her about 
children's ways of learning. If she learns a good deal about 
learning, and if she develops a philosophic approach which even 
though it may be very simple is sound and required her to grow, 
she is likely to develop her own method effectively. 
If the definition of the teacher as a whole personality 
functioning in a situation is accepted, the teacher must be 
given leeway to develop a method of work which belongs to her 
individuality. Method evolves from a number of elements of the 
teacher's life and thinking. Her understanding of the children 
is one factor. If she really knows children of a certain age 
she is able to appraoch them. Method evolves from the 
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approachtolrdrexparJencfrandt^„ardWtLrcMng0£fromhti080PhlC 
personality o, the teacher herself.p. 6) 
This concept of method was central to Taylor's understanding that 
teacher education must come to grips with both the art and the science of 
teaching. Taylor insisted that teachers reflect on the nature of 
effective teaching method, but she also insisted that a method cannot be 
systematised to the point that it becomes a prescribed sequence of 
activities that constrains a teacher's intuitions about the people, 
process, and situation in which she is actually engaged. Thus the 
seminar was a crucial part of the Apprentice Training Course because 
experienced teachers and apprentices worked together to integrate the art 
and science of teaching, its theory and its practice, under Taylor's 
leadership. 
Although the seminar began as an informal discussion of readings, it 
gradually became more structured. One element of structure was the 
introduction of required readings to be covered in an academic year. 
Every year the apprentices would read and discuss entire books or 
selected chapters from books such as The Principles of Psychology by 
William James, The Art of Thought by Graham Wallas, The Aims of Education 
and Other Essays by Alfred North Whitehead, The Langugage and Thought of 
the Child and Judgment and Reasoning in the Child by Jean Piaget, Wisdom 
of the Body by Walter B. Cannon, and Interest and Effort in Education and 
How We Think by John Dewey. 
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The seminar was one of a series of courses in the general plan for 
apprentice training at the Shady Hill School, and apprentices were 
provided with an outline of the general plan for the year's work that 
included descriptions o, these courses. By the 1940s, the seminar course 
met three or four hours a week, and Taylor described it as follows: 
t£e%!ictrSe ^°UaheS UPO" and °pens for farther study some of 
nro/d and ideaS underfylnS educational planning and 
the reach1 T learnlng Possess; classroom procedure; 
the teaching of elementary forms of techniques such as reading- 
them C r £lelds and puplls' Progression within 
them, curriculum planning; means of testing and recording 
pupiis progress; the various factors - physical, emotional, 
mental social affecting growth and learning; the 
nterrelation of school, home and community. (Taylor. 1946 
n.p. ) * 
The types of work required of participants included discussion of 
assigned readings and the keeping of a notebook. The notebooks were for 
recording informal reading notes, making classroom observations, keeping 
track of teaching materials and methods, recording how behavioral 
problems were being handled in the classroom, noting the major points of 
discussions, and keeping track of any observations that might help 
develop one's awareness of theory and practice in teaching. 
The apprentices also prepared papers on subjects Taylor assigned 
them. These assignments involved making first-hand observations, using 
research sources, applying principles of education to actual situations, 
and studying individual children. Taylor used these assignments, in 
part, to help the apprentices develop their powers to observation and 
description; the apprentices had to learn to form questions, articulate 
their own personal responses, and communicate their reactions to what 
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they experienced in their clansmen settings. Taylor wanted the 
apprentice teachers to immerse themselves in the concreteness of teaching 
and then reflect on this experience without relying on preconceived 
abstractions, so she refused to let the apprentices read educational 
theory during the first months of their work, and only assigned reading 
as it became clear to her that the apprentices could bring their own 
experience and point of view to the reading of important texts on child 
study, curriculum and educational theory. In addition to keeping a 
notebook for recording observations and preparing assigned papers, 
apprentices also were required to prepare a teaching project that 
developed one topic or activity, but which also involved the materials 
and methods of several different fields of study. This last requirement 
reinforced the interdisciplinary approach to curriculum and instruction. 
Thus the seminar reflected the values and methods of the Shady Hill 
way in an integrated treatment of topics related to the psychology of 
learning and educational procedure; the purposes and bases of curriculum¬ 
making; curriculum from the psychological point of view of children's 
development and from the logical point of view of the progression of the 
subject matter; measurement, testing and recording pupil's progress; 
emotional attitudes affecting children's relationships; school and 
education in relation to the child, the family, the home, the community; 
and the impact upon school and education of various economic, social, and 
political problems. Presentations on these topics were not just 
academic, however; for example, Taylor once drew upon her involvement in 
a Cambridge City Council Action Group about race relations at Cambridge 
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High and Latin School as a way of helping apprentices understand the 
importance of an educator being involved in community concerns and 
issues. 
In addition to dealing with these topics on a regular basis, Taylor 
also introduced special themes each year in the seminar. The concept of 
the special theme in educating teachers paralleled the notion of the 
Central Subject in the Shady Hill curriculum; the special theme was one 
more way to use interdisciplinary knowledge for educational purposes. 
The special theme might be about current issues such as civil liberties 
or urban development; on several occasions, Taylor presented a study of 
her comparisons of Samoa, Middletown, and Cambridge, Massachusetts, based 
upon her studies of Margaret Mead, Helen and Robert Lynd, as well as upon 
her first hand study of Cambridge, Massachusetts. The special theme not 
only integrated knowledge gained form scholarship with first hand 
knowledge gained from observation. 
Taylor was aware of the limits of what could be accomplished in the 
seminar, and she noted that: 
a seminar course opens up the study of such topics as 
characteristics of the learning process, teaching procedure, 
curriculum, personality adjustment, and certain basic questions 
about education in the civilization of todya. We do not assume 
that in a single year's time we can go thoroughly into such 
matters. But we introduce the students to the implications of 
the questions and suggest ways and means for further inquiry. 
(Taylor, 1937, p.14) 
Finally, Taylor would prepare a unit near the end of the year that 
focused upon the next stage of the apprentice's professional development. 
This unit served two purposes; first, it stimulated thought and 
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conversation 
their work at 
among the apprentices about their career plans following 
Shady Hills second, this unit gave Taylor an opportunity 
get these young teache 
rs thinking about training other teachers in the 
to 
educational principles and practices used at Shady Hill. It was Taylor's 
belief that other schools could benefit from the Shady Hill way, and she 
openly encouraged people who attended the apprentice program to carry the 
principles and practices learned there to other Institutions. 
Influences and Impact of the Apprentice Training Program 
In assessing the influence of the Apprentice Training Course, it is 
helpful to consider the impact of the program on the Shady Hill School, 
the impact on the individual apprentices who completed the course, and 
the impact on Katherine Taylor herself. 
The Apprentice Training Course remains a distinctive program 
component of the Shady Hill School, and the quality of the program has 
enhanced the reputation of the school for over sixty years, especially 
among educators in the independent school network. The program received 
national attention in the 1930's, and after 1936, the school featured the 
Apprentice Training Course in its bulletins and fund raising materials. 
The leaders of the school recognized that the teacher training 
component was an asset for fund raising, for recruiting students, and for 
building the school's general reputation. The growing reputation of the 
Apprentice Training Course among educators attested to professional 
excellence throughout the other aspects of the educational programs at 
Shady Hill. Moreover, Taylor's addresses to educators and her talks 
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during recruitment trips increased the visibility and Influence of the 
school even futher. 
Taylor tried to form affiliations with university based teacher 
training programs, and she wanted Shady Hill to be able to offer official 
credentials and teacher certification programs as a state accredited 
institution of teacher training. Although there were some affiliations 
with teacher training programs in colleges and universities in Cambridge 
and Boston, Taylor was never able to establish Shady Hill as an 
accredited institution for training teachers. Talks with Harvard about 
using the Apprentice Teacher Course as the basis for a two year master's 
degree began in 1945 and continued until Taylor's retirement in 1949. 
Taylor s ideas were two decades ahead of institutional action: in the 
mid-1960 s, long after Taylor's retirement, Harvard established a two 
year program leading to the Master of Art in Teaching degree (M.A.T.). 
This program involved one year of course work at Harvard plus a one year 
supervised internship at Shady Hill. 
The Apprentice Training Course evolved into a program that demanded 
a fair amount of time, effort, and financial investment. Therefore, in 
the mid-1950's, the school decided to evaluate whether to continue the 
program, and if so, in what form. In 1958 an independent educational 
consultant surveyed former apprentices, employers of apprentices, and the 
Shady Hill staff. 
In the evaluator's report, staff people noted that the program 
supplied assistance in early grades; that the program resulted in 
teachers being more conscious of their aims and methods; that working 
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with apprentices could be 
rewarding as apprentices discover whether they 
can be teachers; and that the work invoked In supervising an apprentice, 
especially In the upper grades, constituted a serious overload. 
Employers were satisfied with the teacher training, they generally held a 
high opinion of Shady Hill, some employers thought the apprentice program 
was superior to other forms of teacher training, and most of the 
employers voiced the opinion that there was a need for such a program 
(Giles, 1958). 
Finally, approximately 40 percent of the apprentices trained at 
Shady Hill responded to a questionnaire asking them about their 
experiences as apprentices. The consultant reported that an overwhelming 
proportion of the respondents made favorable comments about the 
experience, and only two or three people reported any negative memories. 
Moreover, these negative memories were related to personal issues, not to 
the professional program itself. Former apprentices reported that their 
work in the program was deeply significant for their personal and 
professional development. Some even referred to their apprenticeship as 
the most important experience of their lives. The items the apprentices 
mentioned included: the inspiring, friendly, dedicated staff people, the 
atmosphere of the school and the quality of the facilities, the amount of 
mental stimulation, the high standards of excellence in the program, the 
balance of freedom and discipline, good organization and productive 
working relationship, the balance of theory and practice, and the value 
of supervised practice (Giles, 1958) 
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Almost fifty years after his apprenticeship at the Shady Hill 
School, one teacher still had vivid memories o, the people with whom he 
worked in the school. He remembered the enthusiasm and the commitment of 
the staff; he remembered the interest the staff took in the apprentices; 
he remembered that the merging of theory and practice was not always 
successful in seminar, but that it was always challenging; he remembered 
that he could not always finish all the reading, nor could he always see 
all the connections between theory and practice; he remembered specific 
activities such as bookbinding with Everett Smith, a fifth grade teacher. 
Finally, he remembered Katharine Taylor: "It was a challenge to respond 
to her; you just couldn't sit back" (I. Telling, personal Interview, 
January 19, 1983). 
Thus the program Taylor created had a beneficial impact on the Shady 
Hill School, and it provided a deeply meaningful experience for large 
numbers of young, aspiring teachers. For Katharine Taylor herself, the 
success of the program provided a sense of accomplishment while she was 
at Shady Hill, and it motivated her to continue to be involved in 
teaching and teacher education during the thirty years she lived after 
her retirement from Shady Hill. 
The teacher training program that Taylor created was modeled on her 
own apprenticeship at the Parker School; the program also reflected the 
influence of her father, Graham Taylor, and his work in training programs 
at the Commons in Chicago. Teaching was a strong part of Katharine 
Taylor's life and identity; and the significance of teaching for her 
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In 1947, when she 
continued even after her retirement from Shady Hill 
was facing retirement, Taylor wrote Flora Cooke: 
fielH f°r 3 minUtG that 1 intend to de8ert the active field of education and sit in a rocklna a 
I love to teach, to work with young people d^rectlf 'i think 
here may be a chance for me to do^ome^ng rented to 
educaM^ t6aCher training ^ this country, to improving public 
education or community relations or international aspects of 
education. I would like to be a part of a "like-minded few" 
carrying further Parker ideas and Shady Hill ideas 
I still have plenty of "juice," once freed from the executive’ 
^ntricacies that are now so time-consuming. (Taylor, 1947, 
In fact, Taylor's retirement from Shady Hill was the start of more 
professional responsibility, and she remained active in educational and 
civic affairs until a few months before her death on March 12, 1979. In 
the three decades between her retirement and her death, Taylor searched 
for ways to remain actively engaged in education in general, and in 
teacher education in particular. From 1949 to 1953 she lived in Germany 
where she was chairman of the Child Care Project of the Unitarian Service 
Committee. In this position she conducted seminars for social workers 
and teachers who were reconstructing services for German children. Then 
she returned to Cambridge, Massachusetts, where she lived for the 
remainder of her life. During the last twenty-five years of her life, 
Taylor served as director and consultant to the International Schools 
Services, and she traveled around the world to visit United States 
schools in foreign countries; she was a trustee of both Vassar College 
and the Francis Parker Shcool; she was a board member of Children to 
Palestine and of Fellowship in Israel for Arab-Jewish Youth. Thus she 
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lived an active Ufa, engaged In education and teachet training 
after her successful leadership at the Shady Hill School. 
At this point, the narrative portion of this study concludes. In 
the following chapter, the discussion Is interpretive. In this last 
chapter of the study, the discussion draws together leportant thewes Iron 
the narrative and introduces possible directions for future Investigation 
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CHAPTER VI 
REVIEW, INTERPRETATIONS AND IMPLICATIONS 
Introduction 
This chapter reviews the aims of the study, interprets the major 
themes developed in the previous chapters, and discusses implications of 
the study for future research. First, a review section will summarize 
the primary objectives of the study. Next, there will be an 
interpretation of the major themes of the study divided into three 
separate sections corresponding to these topics: (1) Katharine Taylor as 
a person and leader; (2) Katharine Taylor as an educator; and (3) the 
connections between Taylor and progressive education. Finally, two 
concluding sections of the chapter present recommendations for additional 
research and indicate the implications of the study for current issues in 
educational practices. By combining a review of the objectives for the 
study with an interpretation of the themes and implications of the study, 
this final chapter provides a brief overview of the entire study. 
Review 
The preceding chapters of ths study described the founding of the 
Shady Hill School, Katharine Taylor's background, Taylor's administrative 
work at Shady Hill, and the distinctive educational contribution Taylor 
made in establishing a teacher education program at the School. The 
data for these chapters came from Katharine Taylor's papers, the 
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secondary literature on Taylor and the Shady Hill Shool. as well as fro. 
personal interviews with Taylor and some of her teachers. 
The purpose of the narrative presented in the earlier chapters of 
this study was to organise the data pertaining to the following 
questions: 
1. Why was Katharine Taylor a successful leader at Shady Hill? 
2. What aspects of Taylor's personality contributed to her success 
as an educator and administrator? 
3. What were Taylor's ideas about the role of the teacher, and how 
did she describe the model teacher? 
4. Why did Taylor place so much emphasis on the importance of 
teacher education programs? 
5. What objectives and principles informed Taylor's educational 
ideas and guided her administrative efforts at the Shady Hill 
School? 
These theses were advanced at the opening of the study as points of 
departure for the purpose of addressing these questions and organizing 
the data about Taylor and Shady Hill: 
1. Katharine Taylor s leadership style, her personal characteristics 
and her vision of school as a unified community of teachers and 
learners were primary forces in the transformation of the Shady 
Hill School from an informal parent cooperative to an established 
institution recognized for its innovative curriculum and its 
excellent classroom teaching. 
2. Katharine Taylor's commitment to faculty development and 
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her corresponding interest in teacher education programs were 
crucial factors in the evolution of the Shady Hill School; 
moreover, these commitments and interests were also important 
(actors in the development of Taylor's personal identity. 
3. Katharine Taylor's personal values, motivations and 
professional concerns indicate the influence of her formative 
life experiences within the progressive social and educational 
reform networks in Chicago during the early years of the 
twentieth century. 
These research questions and theses introduced the study as an 
interesting narrative, and they suggested the significance of the study 
in terms of contributions to ongoing research in American educational 
history. With respect to the significance of the study, the following 
points were emphasized. 
First, narrating the evolution of the Shady Hill School provides a 
case history that helps document the wide variety of educational 
experiments that scholars have conventionally subsumed under the rubric 
of "progressive education." Case studies of schools that were founded in 
reaction to the limits of conventional pedagogy in the United States 
during the late nineteenth century and the early years of the twentieth 
century enable scholars to document the variety of educational 
experiments that comprise progressivism. 
Second, case studies of independent schools, their founders and 
their leaders also provide scholars with data about social, political and 
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philosophical Influences upon the Individuals who were responsible for 
these attempts at reforming education on the local level. 
Third, studies of educators and educational Institutions that 
disclose Information about the social networks of educators help 
Illuminate scholars' understanding of the porcesses and structures 
through which the diffusion of Ideas, values and enthusiasm has 
influenced the development of educational experiments. 
Fourth, the description of Katharine Taylor's ideas and programs in 
the area of teacher training and faculty development contribute to the 
literature concerning a specific problem within progressivism; namely, 
given the idealized image of the teacher's role in progressive pedagogy, 
progressive educators faced a dilemma in trying to institute teacher 
training programs. Moreover, the interrelated issues of teacher training 
and the role of the teacher are issues of current concern in many parts 
of the United States, and the models Taylor proposed provide alternatives 
for contemporary educators to consider in developing policies and 
programs today. 
Finally, two ideas related to Taylor's personal values and 
professional goals draw together many themes of the study: Taylor's ideas 
about school as community and the need for experimentation. Because 
these ideas express Taylor's values and professional goals, they provide 
a way to present a unified treatment of Taylor's life and work as the 
concluding chapter of this study. 
The first idea is that schools should be living communities in which 
students, teachers, and parents are jointly engaged in the enterprise of 
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education. Education for Taylor meant much more than delivering 
information to pupils or developing cognitive skills i„ children. 
Education for Taylor meant relationships first and foremost: 
relationships between people, among ideas and in the unification of 
knowledge with action. A good school, for Taylor, is a living community 
for nurturing such relationships; and in such schools education becomes 
preparation for intelligent citizenship in a liberal, humanitarian,, 
democratic society. 
Second, Taylor believed that putting these ideas into practice 
required independence from the bureaucratic constraints of public school 
and continual experimentation with pedagogical methods based upon science 
and experience, not ideology and tradition. The freedom to experiment 
with methods and the freedom to develop a living community of students, 
teachers and parents were responsibilities Taylor took seriously through¬ 
out her life as an educator. 
These ideas help draw together the influences of Taylors' 
background, her actions as an educator, and her relationship to 
progessive education. In the following sections, these ideas will be 
developed further as a way to unify the elements of the study. 
Katharine Taylor: the Person and her Leadership 
Katharine Taylor was a formidable individual and her physical 
presence could be intimidating at first - she was six feet tall, slender 
to the point of appearing gaunt, and intense in her bearing. Helen Fogg 
commented that Taylor was actually a shy individual who often expressed 
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her need for privacy. Fogg also described the seemeingfy constant 
tension between Taylor's private sel, and her "alnost compul.lve need to 
be engaged In service." Fogg also noted that Taylor's shyness sometimes 
caused other people to be Intimidated or put off by her seemingly aloof 
manner. Fogg described Taylor as "one of the most understanding, 
compassionate persons I have ever known. She liked people, but was shy. 
and needed to withdraw from time to time" (H. Fogg, personal Interview, 
August 2, 1982). 
At work, in her administrative capacity, Taylor was always 
persistent, had abundant energy, worked intensely for long hours, and 
spent little time on leisure activities. Taylor's constant attention to 
work, even on weekends and holidays, was a pattern she observed as a 
child in the Chicago Commons; for her father, Graham Taylor, worked 
incessantly on one civic project after another. Both relatives and 
colleagues have attested to the influence of Taylor's early life upon her 
adult work habits, (H. Fogg, personal interview, August 2, 1982 and J. 
Kroeber, personal interview, July 14, 1983). 
In a letter she wrote to Anita Blaine, Taylor alludes to the fact 
that her early family life was dominated by her father's work: 
We had a thoroughly good time this last week, and for me it was 
all the more fun because father and mother were there, and 
father with such a sense of leisure that he actually gave me 
entire command of his time. Can you imagine it? You may be 
sure that I took advantage of this momentary lapse of civic 
consciousness - which is the only way I can explain the 
phenomenon in father, and made him play with us almost every 
minute. (Taylor, 1910, n.p.) 
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Despite the fact that Taylor's lifestyle Included working long on 
Shady Hill business, the relatives and colleagues who knew her outside of 
work, noted that she was a good listener and an engaging story teller; 
her sense of humor was frequently mentioned as well. These are aspects 
of her personality that also characterized Taylor's work and leadership - 
an ability to listen, a willingness to talk matters through, and a warm 
personality despite her occasional diffidence and imposing physical 
presence. A vivid description by May Sarton, made near the end of 
Taylor's life, captures the personal presence Taylor projected: 
K.T. . . is eighty-six, a frighteningly thin skeleton, 
walking gingerly with a cane, but the spirit flaming alive, all 
her wits as keen as ever, and her wonderful genius for being 
absolutely with whomever she is with, of all and any age 
untouched by time. (Sarton, 1981, p. 86) 
A unity of life, work, and personality characterized Taylor, gave 
her purpose, and drew people to her as a leader at Shady Hill. Katharine 
Taylor integrated her work, her personality and her lifestyle into a 
unified way of being in the world: she expressed her personal identity in 
her teaching and in her administration. Shady Hill had been founded in a 
burst of charismatic energy based on Agnes Hocking's inspiration, but it 
was Taylor s academic substance, her vision of school as community, her 
close attention to the needs of people, and her willingness to pay 
attention to administrative details that transformed a small neighborhood 
school into a flourishing educational institution. It was Taylor's 
competence as a teacher and administrator, her values, her personality 
and her world view that were responsible for the direction of the school. 
She often noted that her administrative work was an extension of her 
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teaching, and that the administrative Issues that were most Important to 
her were those that affected teachers and teaching. The approach to 
teaching that became her approach to administration can be summarized in 
her own words: 
subje«ema"er£ °bVl“USly reqUlreS competence in rocl “ ? r* It also requires flexibility and 
learning occurs.111 meth0dS, the ^-standing of how 
Beyond this, it involves really caring about people 
potentialities T^T"8 °f individuals> believing in’their potentialities, learning to understand them better: and of 
course, learning to understand one's self better. 
*J\iS C.leaT’ then* that besides knowledge and*skill, good 
eaching involves certain basic human attitudes and qualities 
of relationships, Such things need to be taken into 
consideration both in the selection of applicants for teaching 
and in their education. (Taylor, 1960, n.p.) 
Shady Hill was the arena where she worked out her own existential 
project, and the culture of the school was enough a reflection of her own 
personality that people commented how "Shady Hill was Katharine Taylor"; 
indeed, the celebrated "Shady Hill Way" was essentially the "Katharine 
Taylor Way. Katharine Taylor did not force her vision upon Shady Hill; 
rather, people of a like mind were drawn into the culture of the school 
by Taylor's goals and values. In particular, people who shared Taylor's 
ideas about school as community were attracted to Katharine Taylor and 
eager to put these ideas into practice at Shady Hill. Moreover, it 
appears that Taylor possessed a "genius," as Helen Fogg put it, for 
finding people who shared these values. 
Taylor's leadership was a balance of social facilitation and 
attention to task. With regard to her social skills, Taylor was a good 
listener, she was comfortable with the give and take of open 
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communication, and she encouraged the expression of different points of 
View. She took responsibility for decision making and she always 
expressed her own opinions, but she managed to create a climate of 
communication and trust at all times. Everyone knew who was in charge, 
they knew she could be trusted, and they knew that they could disagree 
with her. 
As for her task oriented skills, Taylor set clear objectives for her 
staff, she maintained consistent expectations, and she engaged in joint 
problem solving with the faculty on all manner of educational and 
administrative issues. This balance of social skills and task 
orientation was her way of reaching the goal that was most important to 
her: establishing the school as a community; teaching was a vocation for 
Taylor, in the original theological sense of the term, and the Shady Hill 
School was the sustaining community in which she fulfilled this vocation. 
Taylor wanted the school to be a community for all the people associated 
with it - students, teachers, and parents. 
The model for Taylor s vision of a school as community came from her 
observation of her father's work and lifestyle in the settlement houses 
of Chicago, and her model for the school as an institution of formal 
education came from her work with Flora Cooke in the Parker School. The 
models for Taylor s work at Shady Hill, then, came from the progressive 
social reform and progressive education in Chicago; more will be said 
about these connections in the following sections of this chapter. 
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Katharine Taylor as Ednrafnr 
In the discussion of Katharine Taylor as a person, emphasis was placed 
upon the unity o, her sense of her personal identity and professional 
work. This unity of meaningful self and purposeful work will also be a 
central theme in the following discussion of Taylor as an educator. 
Taylor chose teaching as her vocation, and her choice was a common 
one for the women of her generation; the primary occupation for female 
college graduates of Taylor's era was classroom teaching at either the 
elementary or the secondary level (Cookingham, 1984; Chafe, 1972) 
Although Taylor's choice of teaching as a vocation exemplies 
patterns common to her generation, this choice is best interpreted in the 
context of her own personal "struggle for autonomy" and identity (Antler, 
1981, p. 134). As a young adult, Taylor felt a need to be a part of the 
settlement house work started by her parents and continued by her sister; 
however, Taylor also realized that she was not suited for work in the 
settlement house environment because of her shy temperament and her need 
for privacy. 
Taylor s letters to Anita Blaine indicate the nature and extent of 
her personal conflict over this issue. They also indicate how much 
Taylor was genuinely attracted to teaching and to educational 
institutions such as the Parker School because the combination of 
interesting challenges and attention to personal needs there provided an 
environment that nurtured her as a person. Moreover, teaching 
represented a way to remain faithful to her family values while 
developing an autonomous identity; for teaching can be a way of civic 
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service, but in an environment that is more focused and mn 
locusea and more personal 
than that of a settlement house. 
Taylor's ideas on education and her actions as an educator cannot be 
fully explained in terms of her struggle for autonomy, but this struggle 
does help explain her motivation. As for Taylor's ideas, it must be said 
that she was not an original thinker, nor was she a systematic theorist; 
in fact, her colleagues saw her as a pragmatic individual, a person of 
action, a "doer." 
Taylor often referred to people like John Dewey and A. N. Whitehead 
in her talks to parents and teachers, and in teacher training seminars, 
but she used quotations from such scholars as a way to communicate her 
own values and intuitions in a more public language. She neither 
developed their ideas, nor did she reflect upon them in any systematic 
fashion. 
Taylor delivered public talks, some of which appeared as articles, 
and in these pieces we can find the central themes that express her ideas 
on education. Foremost among these themes is the notion that the 
learning process involves an integration of social, emotional and 
intellectual development: the necessary conditions for this development 
include the guidance of a caring, knowledgeable teacher in a disciplined 
setting for the purpose of preparing students for individual and 
collective action in the larger world of society. 
Taylor described learning as originating in children's natural 
curiosity and culminating in their commitment to action based upon ideas 
they have formed in their attempts to satisfy this curiosity. In order 
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for teachers to provide the environment and discipline necessary to guide 
curisoity along the way to commitment and action, teachers have to 
address the entire personality of the individual child. Taylor discussed 
learning as a movement of the whole personality in a particular 
direction, a movement with purpose based on some personal cosmitment to a 
perceived direction of thought. Taylor's insistence that teachers must 
address the integrated person, however, should not be confused with 
sentimental notions of the self or with romantic notions of childhood, 
for learning is a disciplined activity, no matter how interesting it 
might be. 
In this respect, Taylor emphasized the role of the teacher in 
helping children develop their wonderful powers of intellectual 
curiosity. Teachers need to appreciate the fact that children are 
interested in ideas, not merely in facts and skills, and teachers have to 
find ways to give children enough opportunities to arrive at ideas 
themselves. Taylor was concerned that teachers help students develop the 
discipline of utilizing and testing ideas rather than merely absorbing 
them passively. 
Taylor wanted teachers to instill the values of active engagement 
and life long learning; she saw this as a way of thinking and acting that 
should start in the early years of a person's life and continue 
throughout life. Teaching, then, involves meeting children's 
intellectual curiosity and helping them develop this natural curiosity 
into a way of thinking that culminates in a purposeful life. 
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These ideas about the learning process and the role of the teacher 
express Taylor's personal values and they also introduce themes related 
to progressive in education. The next section of this chapter 
addresses the connections between Taylor's ideas and those generally 
associated with progressive. These connections with progressive will 
futher illustrate the nature of Taylor's ideas and actions as an 
educator. 
Katharine Taylor and Progressivism 
Taylor brought many ideas, methods, and practices from the Parker 
School to Shady Hill; in particular, she emphasized the new role of the 
teacher in the "new education" associated with Parker and other reformers 
whom scholars label "progressives." A brief reveiw of Taylor's interests 
and approach to education will show what the new education was for Taylor 
and introduce the connections betweeen her approach and progressivism. 
First, Taylor wanted teacher-student relationships to be based upon 
communication and mutual accommodation rather than upon established 
formal authority and traditional roles. Second, Taylor emphasized the 
importance of pedagogy based upon scientific study of child development. 
Third, she wanted to extend the idea of school as community to students, 
parents and faculty; her idea of community meant that people could 
achieve a sense of personal belonging, participation and mutual respect 
at school. Fourth, Taylor implemented a curriculum that was more 
interdisciplinary and unified than was commonly the case at that time; 
the curriculum integrated subject matter over a wide range of 
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disciplinary courses. Finally, learners at Shady Hill had to apply „hat 
they learned and reflect upon the process and utility of learning in 
terms of the application and its consequences. 
Harold Rugg and Ann Shumaker (1928) provide an Interpretation of the 
aims of the new education that describes the role of the teacher In ways 
that are clearly consistent with Taylor's point of view on teaching and 
the learning process. Rugg and Shumaker studied the Parker School and 
other independent schools of the era in an attempt to define the 
characteristics of the new education being Implemented in these schools. 
Rugg and Shumaker note that the role of the teacher in the new 
education sums up the contrasts between the old education (traditional 
education) and the new education (progressive education). It is their 
description of the new teacher that best illustrates the ideas associated 
with both the Parker School and Taylor's work at Shady Hill. 
First, the new teacher is an artist who is "the very essence of the 
new school; she is the converging point for all the activities of her 
gour (Rugg & Shumaker, 1928, p. 321). The new teacher is a listener 
who eschews the domineering role of the authoritarian leader in favor of 
being a "quietly observant, an unassuming subtle influence in the 
background" (Rugg & Shumaker, 1928, p. 321). 
Second, the new teacher demonstrates an honest respect of the unique 
personalities with whom she works, and her "standards are not rigid and 
absolute. Her principles are flexible, adaptable to the unique 
capacities of her children" (Rugg and Shumaker, 1928, p. 321). 
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Third, this respect for the individuel learner as a unique person 
has ramifications for the content of the curriculum as well as for the 
process of instruction. The new teacher has to understand the ideas she 
is teaching within the context of the mental and emotional life of the 
learner, and in terms of "that broad sector of life with which she may be 
dealing" (Rugg 4 Shumaker, 1928, p. 322). Thus, the new teacher cannot 
simply know the subject matter and transmit it without also placing it in 
these contexts. 
Fourth, the new teacher must be a student of child psychology: 
She is a student of the child in the complete sense, a student 
of his creative capacities, his intelligence, and his capacity 
to learn. . . . [Moreover, the new teacher must be] a real 
student of society and of its development. She is interested 
in the social needs of adult life. Her mind is alternately 
focused, first upon the growing child and then upon social 
life. (Rugg & Shumaker, 1928, p. 322) 
Thus, the teacher must be both artist and scientist. The scientist 
attends to data about the learning process and the individual child; the 
scientist develops techniques based upon observation and reflection; the 
scientist remains open to new knowledge that iwlol demand a change in 
appraoch or technique. The artist bases her actions upon the foundations 
of science, but she abandons technique when it is more appropriate to be 
"humble and lovingly muddling along" with the children (Rugg & Shumaker, 
1928, p. 323). 
It is easy to recognize Taylor in this description of the new 
teacher - both Taylor, the listening teacher, and Taylor, educator of 
teachers, who used the imagery of teachers as artists and scientists. 
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The teacher In the new education as described by Rugg and Shumaker le 
clearly the teacher described by Taylor. 
A more formal connection between Taylor's ideas and the progressive 
movement can be seen by reviewing the statement of principles adopted by 
the founders of the Association for the Advancement of Progressive 
Education (Cremin, 1964, pp. 243-245): 
1* Student should be given the freedom to develop naturally. 
2. The student's interest is the motive of all work. 
3. The teacher is a guide, not a task—master. 
4. Scientific study of student development is a responsibility 
of the schools. 
5. Schools should place greater emphasis upon all that affects the 
child's physical development. 
6. There should be complete cooperation between school and home 
to meet the needs of the child. 
7. Progressive schools should lead educational movements. 
Although Taylor never adopted the "progressive" label, and there is no 
evidence that she consciously adopted these principles of progressive 
education as stated by avowed progresives, it is obvious that her values 
are reflected accurately in this statement of principles. 
The first three points summarize her approach to teaching and the 
last four indicate what she saw to be the responsibilities of a good 
school in relation to students, their families, and the advancement of 
education in society. Flora Cooke, Taylor's friend and mentor at the 
Parker School, was associated with the Association for the Advancement of 
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progressive Education, so these principles were probably discussed by 
Cooke and Taylor, even if Taylor did not publicly avow then,. 
Moreover, there were formal connections between Taylor and 
institutionalized progressive education. Taylor was a member of the 
Progressive Education Association, and she was on its board of directors 
from 1933 1934. Taylor contributed to the association's journals, gave 
workshops for the association, and participated in research on schools 
sponsored by the association. Her connection with progressive education, 
however, was ambivalent. Although she implemented the new ideas about 
education she learned at the Parker School, she was careful to 
distinguish between what was being done at Shady Hill and practices that 
often are associated with the progressive movement in education. In 
particular, Taylor was opposed to child centered ideas that were based on 
romanticized versions of the nature of the child. 
In effect, Taylor viewed the progressive education she had 
experienced at the Parker School as "good education." She thought that 
scientific observation combined with the intuitive response of the 
sensitive teacher who must be both artist and scientist was the key to 
reforming traditional educational practices. Insofar as the progressive 
education movement represented this kind of reform, she was a progresive; 
insofar as progressivism was a label for a romanticism that could not 
advance this kind of reform, Taylor was not a progressive. 
From this discussion of Taylor as a progressive educator, we can 
draw the following conclusions. First, Taylor's vision of educational 
institutions as communities of teachers and learners actively engaged in 
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the mutual pursuit of an Integrated life motivated her leadership at the 
Shady Hill School. Second. Taylor transformed Shady Hill into a school 
that reflected the valued and practices he had experienced at the Parker 
School. Third, the major education program, an attempt to prepare 
teachers according to a model suggested by Parker, a progressive 
educator. Fourth, Taylor's relationship to the progressive movement In 
education is best understood in terms of the progresslvism represented at 
the Parker School, for this Institution provided the forms for her vision 
of school as community. 
When Taylor's parents enrolled her in the Parker School, Taylor 
experienced the new ideas in education as a student. She attended a 
school where everyone took seriously the need to build pedagogy upon the 
foundations of scientifically studying child development, rather than 
upon traditional notions of authority or upon romantic concepts of the 
child. The curriculum was unified and interdisciplinary in its content; 
moreover, thought was given to how to make it developmentally appropriate 
for the students in scope and sequence. The relationship between student 
and teacher was one of mutual respect and accommodation, rather than one 
dominated by the traditional authority of the teacher. However, this 
relationship was not dominated by the needs or desires of the student 
either: the teacher directed the enterprise and the student was an active 
participant. Then, as a young teacher at the Parker School, Taylor 
learned what Parker's form of progressive education meant from the veiw 
of the educator. 
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in sugary, Iaylor used che for„ „£ progreS8lve ^ 
P ienced at the Parker School to transform Shady Hill into "her own 
Parker School." She use the scientific study of the child as the basis 
for pedagogy; she adopted the unified curriculum with its 
interdisciplinary organization; she incorporated the ideas of the 
teacher student relationship she had learned at the Parker School; and 
finally, she developed the teacher education program to train teachers in 
this way of education. 
Implications for Future Research 
Two major directions for additional research emerge from this study. 
This first concerns the progressive movement in American education; the 
second involves Katharine Taylor as an individual. 
With respect to the progressive movement, further research might be 
directed at reappraising the influence of Francis W. Parker whom John 
Dewey called the "father of progressive education" (Cremin, 1964, p. 21). 
This dissertation has emphasized the impact of the Parker School upon 
Katharine Taylor's work at Shady Hill, and Shady Hill was just one of 
several private and public schools influenced by Parker between 1912, and 
1921 (Marcus, 1948). A comparative study of these schools might reveal 
the influence of progressivism in the day to day functioning of a 
variety of institutions. 
A second line of inquiry with respect to Parker might be to 
investigate his work with teachers in the teacher training program at the 
normal school that was connected with the elementary and secondary 
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schools Parker directed before the Parker School was 
established. 
Taylor's Interest In teacher training might be the starting point for a 
comparative study of teacher training programs associated with 
progressive, and examining Parker's work at the normal school would be 
the next logical step. 
Reappraising Parker's contributions to education opens up the whole 
area of the connections between progressivism in education and the 
progressive reform taking place throughout Chicago at the end of the 
nineteenth century. Parker developed his ideas and practices before 
progressivism became professionalized; his contributions were part of 
the first phase of progressivism with its emphasis on general social 
reform (Cremin, 1964, p. 129-135). 
How did Parker's work fit in with the general milieu of reform in 
Chicago? What was Parker's influence on Dewey, and was this influence 
implied through Dewey's connections with reform movements throughout the 
city of Chicago? What were the connections, if any, between school 
reform and the emerging profession of social work as represented by Jane 
Addams and Graham Taylor's efforts in the settlement houses? These 
questions indicate the rich historical studies that could be conducted by 
moving back from the present study of Katharine Taylor and the Shady Hill 
School to one of the major influences on Taylor. 
The biographical focus of the present study also indicates 
directions for future research. First, in connection with the general 
topic of progressivism in Chicago, it might be interesting to compare 
\ 
Katharine Taylor with her sister, Lea; for Lea remained in the settlement 
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house environment while Katharine chose to leave. What might a 
comparison of these sisters reveal about the lives of women in this era 
pursuing careers in two different but related professions? 
Second, what can be learned from Taylor's life about women of her 
era who found meaning and purpose in their activities outside the 
domestic sphere by pursuing a vocation and forming associations with 
female colleagues and friends (Campbell, 1979; Chafe, 1972)? Taylor did 
not join any group that emphasized women's Issues, but her life would 
seem to fit the description made by Joyce Antler with regard to "feminism 
as a life process": 
a single individual's struggle for autonomy, rather than a 
self-conscious, political strategy for altering the social 
order. ... a personal, rather than a collective attempt by 
women to mold their destinies in the world and to achieve 
autonomy. (Antler, 1981, p., 134) 
Third, some scholars think of the period after 1920 as marking a 
decline in women's professional achievement and a time of general 
regression for feminism. Joyce Antler, however, points to the work of 
women engaged in experimental education as representing a "continuation 
of the social reform movements; of [an] earlier period, transformed by 
modern currents of social science and professionalsim" (Antler, 1987, p. 
xix) . 
The present study makes the case for Katharine Taylor's work as 
exemplifying the quiet reform Antler describes, and this study might be 
the point of departure for similar studies of other women who directed 
independent shcools during this period. To give just one example of how 
this comparision might proceed, consider Caroline Pratt, director of the 
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City and Country School, an independent, innovative institution, 
originally connected with Bank Street College of Education. Pratt was a 
contemporary and friend of Taylor's, but Pratt and Taylor held different 
Ideas about the meaning of child-centered curricula, a central 
controversy in progressivism. 
Pratt lived in New York City and was part 
Greenwich Village socialism of the era, while Taylor was a 
classical liberal, living in Cambridge, Massachusetts, mat might be 
learned about the variety of educational doctrines and political 
attitudes held by women like Taylor and Pratt who were quietly continuing 
the tradition of social reform after the 1920's? 
Fourth, there is an area of investigation that encompasses the 
entire sweep of progressivism and the lives of the individuals committed 
to social reofrm: the connection between the spiritual values of these 
people and their agendas for social action. To what extent was 
progressivism in education a way for people to take their faith into the 
world? To what extent can the motivations of people such as Katharine 
Taylor be explained in terms of their religious beliefs or theological 
commitments? Certainly, Graham Taylor and others consciously pursued 
social reform for this reason; but is there a tenable connection between 
faith and action in the lives of progressive educators such as Francis 
Parker and Katharine Taylor? 
Fifth, future research based upon this study might take a more 
practical or applied direction. In particular, research mght address two 
issues that were extremely important to Katharine Taylor; namely, the 
role of the teacher and how to train teachers for the classroom. 
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Today, teachers are criticised by professionals in the field of 
education and by the general public. There Is public concern about the 
state of education and the responsibility of 
classroom teachers are concerned about their 
the schools. In addition, 
own professional identity, 
whether their training actually prepares them to be effective In the 
classroom, and whether society supports teaching as a legitimate 
profession. In her own way, Katharine Taylor was concerned about these 
Issues; moreover, she addressed them directly as the director of the 
Shady Hill School. 
People who are either researching or designing programs for pre- or 
in-service teacher education programs can use the Apprentice Training 
Course at Shady Hill as one model. Researchers and program designers can 
turn to successful programs of the past for data to stimulate their own 
thinking. Thus, the present study suggests lines of inquiry of interest 
to scholars and practitioners alike. 
Finally, research in the field of education should be of interest to 
both scholars and practicing educators. Educational research should 
accomplish something similar to what John Dewey hoped some of his most 
important essays on education would accomplish: namely, "Call attention 
to the larger and deeper issues of Education so as to suggest their 
proper frame of reference" (Dewey, 1938, p. 6). Katharine Taylor 
continually called attention to several of these issues - What is the 
purpose of education? What is the role of the school in society? How 
does learning occur? What is the appropriate role of the classroom 
teacher? What is effective teaching? What is the best way to develop 
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and it 
effective teachers? It has been the aim of this study to shoo that 
Taylor dealt with these Issues In her everyday work at Shady Hill, 
is hoped that In describing her life and work, the present study has 
also called attention to some larger and deeper Issues of Education. 
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